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As Australia experiences an increasing degree of trade and contact with Asian 
countries, the Chinese language is becoming a significant language for young 
Australians. However, Chinese teaching encounters important challenges and one of 
the most common challenges faced by Chinese language teachers in Australia is 
limited class time. An after-school program using technology was established to 
supplement and help students’ Chinese learning. The teacher-researcher explored 
ways of using Seesaw, a student-driven digital portfolio, to engage primary students in 
learning Chinese after class. The free application Seesaw was used as a platform so 
the process of sharing learning materials between the teacher-researcher and students 
could be achieved outside class. Every week, the teacher-researcher uploaded 
different learning materials on Seesaw and the students could choose to check the 
materials they preferred at home. Students’ engagement in different materials were 
observed and examined to determine what kind of content and forms of materials 
could be used to improve students’ engagement in after-class Chinese learning. 
According to students’ responses to the different materials, the teacher-researcher 
found that some students were willing to review and practise what they have learned 
after class, while others wanted to learn some extra information at home. The teaching 
content on Seesaw helped students build confidence for the next Chinese lesson and 
extra knowledge might motivate them to learn more Chinese outside class. It was also 
found that the students have some preference in the form of learning materials. For 
instance, they are not interested in digital pictures, but audio and video clips can 
engage them at behavioural, emotional and cognitive levels. In terms of student 
engagement in learning Chinese, it was discovered that classroom engagement and 
out-of-class engagement can influence each other. Students’ classroom engagement 
might trigger their interest in learning more Chinese after class, while their 
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out-of-class engagement helped them build confidence in learning Chinese in class. 
This research revealed that communicating with students on Seesaw was an efficient 
way to help them learn and understand Chinese. The teacher-researcher could know 
students’ learning status after school and had a better understanding of students’ 
capabilities and interest in learning Chinese. Further, for the participating students, 
this program offered a channel to turn to if they required more information or had 




Chapter 1: Introduction 
1.1 Introduction 
Today, technology has become important in many areas of learning and teaching. 
Students’ learning progress can be influenced by different aspects, including the use 
of technology (Chun, Smith & Kern, 2016; Howard & Scott, 2017; Kukulska-Hulme, 
2013; Lan & Lin, 2016; Roschelle, Pea, Hoadley, Gordin, & Means, 2001) and 
after-school practice (Chirchick, 2009; Moldow, 2007). According to Chun, Smith and 
Kern (2016) ‘it is not possible to “opt-out” of using technology’ in teaching a 
language because technology is so ubiquitous and closely related to human activity (p. 
65). The absence of some form of technology in a learning environment is a 
significant disadvantage (Chun et al., 2016). Thus, educators can help adjust their 
teaching approaches and application by using new technologies such as smartphones 
(Golonka, Bowles, Frank, Richardson, & Freynik, 2014).  
Consequently, technologies are frequently applied in education settings. With the 
recent increase in the availability of mobile devices, it is believed that mobile learning 
could solve many pressing problems in education. Mobile learning releases learners 
from the restriction of a specific study location and context, so it can be used as a 
complementary tool to classroom teaching (Kukulska-Hulme, 2013). Technological 
innovations can (a) stimulate students’ learning and motivation, (b) offer learners more 
paths to target language input, interaction chances and feedback, and (c) supply 
teachers with an efficient way of planning teaching materials and interacting with a 
group of students (Golonka et al., 2014). In other words, applying technology is a very 
effective way of language learning and teaching. 
In terms of after-school practice, the after-school hours are regarded as an essential time 
to positively enhance children’s development and improve students’ academic 
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achievement (Moldow, 2007). For instance, a study was conducted in a K–8 school in 
Boston by Moldow in 2007, aiming to explore the influence of an after-school 
program on students’ academic achievement. Through surveys, the researcher found 
that participants in the Boston After-School Program made ‘small’ but ‘significant’ 
progress in math, classwork and social interaction when compared to non-participants. 
Via some qualitative methods such as program observations, student interviews and 
teacher interviews, Moldow (2007) concluded that engagement in the after-school 
activities supported participants’ learning.  
In another study developed by Chirchick (2009), the researcher used graduate-level 
content to implement a pilot project for an after-school reading program, where the 
students could interact with native English-speaking peers. This after-school program 
was aimed to support Year 4 and Year 5 students who were struggling with English 
reading. It was found that after-school interventions which supplement students’ 
language learning can help students become a fluent language user and enhance their 
comprehension skills. Chirchick also mentioned that language learners’ distinct 
linguistic, academic, and motivation needs should be considered in the after-school 
intervention instruction. Academic success could be achieved by the language learners 
if they had been provided with sufficient time, diverse opportunities and strategic 
assistance (Chirchick, 2009). 
As both the use of technology and after-school practice are so important in students’ 
learning process, this study combined them together. This research explored the use of 
technology—specifically, a student-driven digital portfolio named ‘Seesaw’—to 
engage Australian primary students in Chinese language learning after school and 
improve their learning outcomes. It was noticed that in most Western Sydney primary 
schools, Chinese language is not a compulsory subject. Instead, it is a more 
interest-oriented class designed to expose primary students to Chinese, so lessons 
times are limited (approximately 30 minutes a week). The teacher-researcher 
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proposed posting supplemental instruction on Seesaw to engage primary students in 
after-school learning and see whether this kind of engagement in Chinese language 
learning influences their classroom learning. After continuous weekly observations in 
a primary school in Western Sydney, research questions were raised, and the 
significance, aims and outcomes of the study determined. 
1.2 Research Background 
As Australia is experiencing an increasing degree of trade and contact with Asia, 
Chinese is regarded as a significant language for young Australians to learn (Asia 
Education Foundation, 2018). Chinese language teaching has been supported by 
Australia’s official language policy since the 1980s and engages an increasing number 
of people in learning Chinese (Chen, 2017). Although it has been more than 40 years 
since Chinese was introduced as an optional subject in Australian primary and 
secondary schools, it is only in the last 20 years that it has become widespread (Orton, 
2017). 
An example of promoting learning Chinese was realised in 2012, when the Ningbo 
Municipal Education Bureau, the New South Wales (NSW) Department of Education 
and Western Sydney University initiated a program to enhance Chinese language 
learning in Australia by improving teaching skills. The initiative was named the 
Research-Oriented School Engaged Teacher Education (ROSETE) program. In 
addition to completing a master’s degree at Western Sydney University, the researcher 
was also required to teach or assist in teaching Chinese over approximately five terms 
in local schools during her candidature (NSW Department of Education & Western 
Sydney University, 2017). The researcher is also called a teacher-researcher in this 
study. As such, the research was based on school experiences and aimed to help to 
solve existing learning difficulties in the school. 
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1.2.1 School context 
As described in its school profile, the school where the teacher-researcher has taught 
Chinese voluntarily is a friendly, community-focused primary school located in a 
semi-rural environment in Western Sydney. It is a primary school that does not have 
any teachers of Mandarin on staff, and instead uses the ROSETE teacher-researchers 
to deliver a Mandarin program. All the Chinese classes were supported by classroom 
teachers and a teacher mentor. The class in focus for the research was a Year 5/6 class 
(aged 10-11 years old).  
After ten weeks of observations, the teacher-researcher saw that the majority of 
students in the school were actively engaged in the Chinese class and showed great 
interest in learning the Chinese language. The students made friendly greetings to the 
teacher-researcher in Chinese and asked if there were Chinese lessons that day when 
they met the teacher-researcher for the first time. During recess, some students spoke 
informally with the teacher-researcher about their attitudes towards Chinese and their 
responses were positive. Most students had an interest in learning Chinese and three 
of them regarded Chinese as their favourite lesson. Additionally, the teachers in this 
school showed a clear willingness to support the teacher-researcher in Chinese 
teaching. A casual teacher collected the teacher-researcher each Tuesday morning 
from the railway station and a mentor teacher supervised the teacher-researcher’s 
lessons. Overall, the school where the research was conducted had a positive 
atmosphere for students’ Chinese learning and the teacher-researcher’s Chinese 
language teaching.  
However, despite their good performance in Chinese classes, the students’ language 
acquisition was not as strong as expected. The students could remember some simple 
words and pronounced them well; however, words that did not share similar 
pronunciations with English were difficult for them to remember and pronounce. The 
students also had difficulty remembering sentences, which was evident when they 
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answered questions. Although they had learned sentence patterns, their answers were 
always single words or broken sentences.  
There are two possible reasons for this gap between the teacher-researcher’s 
expectations and students’ acquisition. First, there were insufficient Chinese lessons 
for the students. In 2017, the school had only one Chinese teacher for 10 classes, 
which were all scheduled on Tuesdays. Based on the limited time in a school day, the 
primary students were divided into two groups: students from kindergarten to Year 2 
had Chinese lessons for half an hour every week, and the remaining classes had one 
45-minute Chinese lesson every two weeks. This amount of time for Chinese 
language learning was insufficient. Fortunately, the school recognised this problem 
and the principal sought to change the situation by focusing on higher classes’ 
Chinese learning instead of the whole school. In 2018, Chinese lessons were 
scheduled for students from Year 3 to Year 6 and each lesson lasted 30 minutes to 
ensure the students achieved higher grades and had more time learning Chinese. 
A second reason the students were not retaining their Chinese language skills and 
knowledge was a lack of practice after school. According to the statistics on the 
school’s profile, only 8% of the students have a language background other than 
English (My School, 2018), and even fewer have a Chinese language background. 
Thus, the vast majority of students have no language environment in which to practise 
Chinese outside school. Additionally, Chinese lessons were conducted more like an 
interest-oriented class than a formal subject, with no homework or tests to encourage 
the students to pay more attention. Consequently, a lack of practice meant their 
Chinese got ‘rusty’. To address this situation, the teacher-researcher developed the 
idea that an after-class extension might be helpful. This meant the teacher-researcher 
needed to find a way to engage students in Chinese learning and practise after school.  
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1.2.2 Researcher context 
The situation at the school reminded the teacher-researcher of a previous experience 
while teaching English to primary school students at an English educational institute 
in China. The teacher-researcher faced the same problem of insufficient class time, as 
the students only had one 60-minute English language lesson per week. To address 
this problem, the teacher-researcher used the social network mobile application 
WeChat as a platform where the teacher and students were able to communicate after 
class. This application can be installed on smartphones or computers that support 
sending texts, pictures, voice mails, videos and creating groups. Due to WeChat’s 
diverse functions, a bridge of communication between teachers and students was 
established. 
After each lesson, the teacher-researcher distributed a paper worksheet with all the 
new words and sentences to each student and then recorded a video of the 
teacher-researcher reading what was on the worksheet aloud. The teacher-researcher 
needed to point to each word while reading it so the students knew the pronunciation 
of each word. The students were expected to watch the video until they could read 
everything on the worksheet by themselves. Then, they were required to send a 
similar video of them pointing to each word as they read aloud back to the class group 
on WeChat. The teacher-researcher watched the videos and made some comments to 
correct students’ pronunciation or encourage them in language learning. Over an 
extended period, the students demonstrated progress in their English language 
learning. Further, they were more active and confident in presenting in English and 
more motivated to learn English by themselves.  
A pertinent example is a seven-year-old boy who had not previously used WeChat to 
practise English after class. During the lessons at school, he was disappointed in 
himself because he was not able to answer the teacher’s questions. Consequently, he 
had difficulties participating in classroom activities due to a lack of confidence. After 
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one English lesson, the teacher-researcher encouraged him to listen to the audio and 
watch the video sent by the teacher on WeChat. He followed the teacher-researcher’s 
advice and sent his own video and audio to the teacher three times that week. Then, 
during the English lesson in the next week, he was much more confident during the 
revision and was very active in classroom activities. Gradually, he found that using 
WeChat after class could help him learn more quickly and he persisted in doing so. At 
the end of the term, he was the best student in that class and received a letter of 
commendation, which in turn further stimulated his motivation to learn.  
Additionally, the students’ parents approved of the activity and were willing to 
participate in their children’s English learning, including recording videos for their 
children and even being part of them. Consequently, with the cooperation among 
teachers, students and parents, a great atmosphere for language learning was 
established. Overall, it was a valuable experience in teaching a foreign language to 
young children in China, which is why the teacher-researcher believed it could serve 
as a reference for teaching Chinese to young Australian students.  
1.2.3 Reasons for applying ‘Seesaw’ 
After formal and informal discussions with the principal and a mentor teacher in the 
research site school, the concept of using a social network mobile application to 
engage students’ after-school learning was readily accepted. The principal 
recommended an application called ‘Seesaw’, which has similar functions to WeChat 
and the school was already using it. Each class teacher had created class groups and 
all the students were in these groups. As the teachers, students and parents were all 
familiar with this application and its benefits, the teacher-researcher decided the 
Chinese lessons should join the system, just like the other subjects. After a short 
meeting, this idea was supported by the principal and a mentor teacher. Joining 
Seesaw meant Chinese lessons would be formally recognised alongside other subjects, 
rather than only being an interest-based class, and students would pay more attention 
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to it. Seesaw also offered a platform for the teacher-researcher and students to learn 
more about each other and build a closer teacher–student relationship. Students could 
ask for help after class and the teacher-researcher could give feedback immediately. 
The teacher-researcher could get an overview of students’ achievement in Chinese 
language learning as well as insight into specific difficulties individual students may 
be experiencing. Joining Seesaw would also address the problem of the 
teacher-researcher and students only communicating during class once a week or once 
every two weeks. 
Seesaw makes many tools available, including photo, video, recordable whiteboard, 
drawing and voice recorder. Because of its multiple functions, more than 200,000 
classrooms in over 150 countries use Seesaw to help students learn 
(https://web.seesaw.me/), and it works as a bridge to establish communication 
between school and home. For teachers, utilising Seesaw makes organisation and 
communication more efficient and simplifies formative assessment. By viewing 
updates to their children’s Seesaw journal, families can be involved in the learning 
process and support learning at home. Seesaw also helps students record their learning 
process so they can see their own improvement and self-evaluate. 
Thus, Seesaw creates an easy and efficient way for a teacher to communicate and 
update students’ progress with their parents and is a useful 21st-century classroom 
tool (Johns, Troncale, Trucks, Calhoun, & Alvidrez, 2017). Teachers can enhance 
classroom management and student engagement by incorporating Seesaw into daily 
classroom activities, and students can benefit through skill-building. By utilising 
Seesaw, students not only obtain the basic knowledge of using technology on mobile 
devices but can also take ownership of their learning (Johns et al., 2017).  
1.3 Research Questions 
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Combining the primary school’s Chinese context and the teacher-researcher’s 
practical experience teaching, observing and reflecting on Chinese language lessons 
in the school, the main research question was raised:  
How can the teacher-researcher use a social network mobile application 
(Seesaw) to engage primary students in Chinese learning after class?  
Specifically, this research asked: 
(1) What kind of content can be used to engage students in learning Chinese 
after class?  
(2) What form of materials can be used to engage students in learning 
Chinese after class?  
(3) How can after-class engagement influence the students’ engagement 
during class? 
1.4 Significance of this Study 
Complying with the requirement for ROSETE program participants, the research was 
grounded in the school context and the teacher-researcher’s practical teaching 
experiences in this school. The study aimed to resolve an existing problem in the 
school and enrich the research topic for the ROSETE program. Thus, this research 
was beneficial for two parties: the ROSETE program and the school with participating 
students involved in the program. 
1.4.1 Research gap 
There are numerous studies on how after-school programs support student learning 
(Moldow, 2007; Chirchick, 2009). However, these programs can be expensive and 
time-consuming, and often require more sufficiently skilled teachers and appropriate 
classrooms (Chirchick, 2009; Moldow, 2007). To address this limitation, the study 
explored how using technology—specifically, the student-driven digital portfolio 
Seesaw, which is free to use and easily accessed at home—can engage students in 
10 
after-class Chinese learning. Further, there are numbers of studies that focus on 
students’ classroom engagement (Appleton, Christenson, & Furlong, 2008; Axelson & 
Flick, 2010; Munns & Woodward, 2006; Reeve, Jang, Carrell, Jeon & Barch, 2004; 
Schlechty, 2011), but less attention has been paid to after-class engagement (Li, 2012), 
let alone a combination of both types of learning engagement. Thus, this research will 
focus on student after-class learning using Seesaw and will explore the interaction 
between after-class engagement and student classroom engagement. 
1.4.2 Significance for the ROSETE program 
As a ROSETE participant, the problem the teacher-researcher faced in this primary 
school was that Chinese was not a compulsory class but more like an interest-based 
class with a very short time allocated to learning the language. The inadequate 
teaching time inevitably led to minimal achievement in students’ Chinese language 
acquisition. However, with the development of technology, Seesaw could make up for 
some time shortages. Therefore, a practical idea emerged: How can the 
teacher-researcher use Seesaw to engage students’ after-class Chinese learning? 
When the research topics of previous ROSETE program participants from 2010 to 
2017 were summarised, it was found that the most popular topics among the 52 
surveyed were teaching method and teacher-researcher’s self-study. There were 19 
that focused on different strategies for teaching Chinese language; 13 on the 
teacher-researcher’s identity or self-study; and three on students’ classroom 
engagement. Only one study explored the use of social media to support students’ 
Chinese learning and none focused on students’ after-class engagement. Consequently, 
the current research, which focused on a technology application in Chinese teaching 
and students’ after-class engagement in Chinese learning, was novel in the ROSETE 
program and will enrich the area of participants’ topic selection. 
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1.4.3 Implementing an after-school program for the school and its students 
The principal of the research site school acknowledged the problem of insufficient 
lesson time for Chinese language learning at the school, but no more Chinese lessons 
could be added because the school only had one Chinese teacher for one day a week. 
Consequently, when the teacher-researcher proposed offering after-class language 
tutoring online, the principal was very supportive. Additionally, the principal 
suggested using the Seesaw application under the supervision of teachers and parents, 
as it allowed them to know what their students and children have learned in Chinese 
lessons and how much they have acquired. Supervision from teachers and parents 
might further encourage students’ Chinese learning. As noted, the school was already 
using Seesaw to support students’ learning, so this research could provide evidence on 
whether the application helped Chinese learning.  
For the students involved in studying Chinese, Seesaw would provide a channel to 
turn to if they required more details or had questions about certain aspects of Chinese 
culture and language. Importantly, the platform was not only for questions about the 
content presented during Chinese lessons, but also their curiosities about Chinese and 
China, as such questions and curiosities can motivate Chinese language learning. 
1.5 Research Outcomes 
This research focused on how to use the digital portfolio, Seesaw, to engage students 
in Chinese learning after school and aimed to discover how students’ after-class 
engagement influenced their classroom engagement. The outcome of the research 
would therefore: 
• identify engaging content to engage students in learning Chinese after class 
with the help of Seesaw 
• identify the engaging form of materials to engage students in learning Chinese 
after class with the help of Seesaw 
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• identify the influence of students’ after-class engagement on classroom 
engagement. 
1.6 Thesis Outline 
The study is developed over six chapters. Chapter 1 introduced the background of this 
research, including both researcher context and school context. It also defined the 
research questions, explained the importance of the research and listed the expected 
outcomes. Chapter 2 reviews the literature on foreign language policies in Australia 
and the current situation of Chinese language teaching in Australian schools. Then, 
the use of communication technology in language learning and language learners’ 
online practise after school is reviewed, followed by a discussion of the literature on 
students’ engagement. 
Chapter 3 outlines the methodology and methods used in this study. It presents the use 
of qualitative action research, research design and data collection approaches 
(pre-survey and post-survey, informal student interviews, classroom and after-class 
observation, interviews with a group of students and with the classroom teacher, and 
teacher-researcher’s self-reflective journals). Ethical issues, triangulation, validity and 
reliability are also discussed in this chapter. Chapters 4 and 5 focus on data analysis 
and discussion. 
Chapter 6 summarises all the findings that are discovered through data collection and 
analysis. It then concludes with the key contributions and implications, limitations, 
and recommendations for influencing improvements in students’ after-class Chinese 
learning with the help of communication technology. 
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Chapter 2: Literature Review 
This literature review chapter contains three parts. First, the literature on the 
challenges of Chinese language teaching in Australia is reviewed, then the literature 
on technology in language learning, especially outside classroom mobile learning, is 
considered. The final part focuses on students’ engagement and includes a review of 
the definition and components of engagement.  
2.1 Chinese Language Teaching in Australia 
The history and current situation of Chinese teaching in Australia is influenced by 
diverse factors, including China’s global social and cultural status, and political and 
economic relation with Australia (Chen, 2017). Chen (2017) summarised two of the 
most fundamental factors: first, national language policy, especially foreign language 
education policy; and second, immigrants and international students from 
Chinese-speaking countries and regions. Since the 1980s, Chinese language teaching 
has received strong support under the official language policy of Australia, and an 
increasing number of people have been learning Chinese in this country.  
2.1.1 Australia’s language policy and foreign language teaching 
Changes in the Australian population have largely influenced Australia’s language 
policy. Since federation, when people from the United Kingdom and Ireland 
accounted for more than 75% of Australia’s overseas population, there have been 
many changes in the countries of origin of immigrants. After the Second World War, 
Australia accepted a large population from other European countries, especially Italy, 
Greece and the former Yugoslavia. Since the expansion of the Australian immigration 
policy, new immigrant groups from all over the world (especially from East Asia and 
Southern Asia) have increased the diversity of Australia’s population. According to 
the latest census statistics in 2016, Australia has a total population of approximately 
24 million, with nearly 30% of Australians born overseas (ABS, 2019).  
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Due to the significant changes in the national population, language use and language 
policies have moved through three main stages over the last two centuries (Chen, 
2017; Lo Bianco 2009), as outlined in Table 2.1. 
Table 2.1: Historical stages of language use and language policy in Australia 
(1) 1800–1900 
 
Relatively laissez-faire situation 
(2) 1900–early 1970s 
 
English first; refusal of other languages 
(3) Early 1970s–present Official advocacy for multiculturalism, seeking common 
ground while reserving differences, and treating the 
languages of different nationalities equally to promote 
social equity and justice; great importance attached to the 
economic value of language in the past 20 years  
 
2.1.2 Foreign language teaching in primary schools 
Australian institutions for language teaching can be divided into three main types: (1) 
normal primary schools and high schools, including public schools and private 
primary and secondary schools authorized by the government; (2) universities; and (3) 
extracurricular language schools, community schools, distance education and other 
additional learning institutions. By 2006, 133 languages had been taught in these three 
kinds of educational institutions (Lo Bianco, 2009).  
The foreign language curriculum in standard primary and secondary schools was 
decided by the Department of Education of each state or territory. As a result, the 
curriculum, teaching content and methods of the provided foreign language varied 
from state to state, and even within the same state or territory, as the methods used by 
each school were often different. One thing both the federal government and state or 
territory education departments requested was that the school principals permit 
students to learn a foreign language from an early age. However, because of the 
insufficient teaching resources and other reasons, not all primary schools were able to 
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provide foreign language classes. According to Chen (2017), only 48% of all primary 
school students learned a foreign language.  
A few schools provided foreign language classes from Year 1 to Year 6, and most 
started those classes in Year 4 (Chen, 2017). Lesson times differed between schools 
but usually ranged from 35 to 60 minutes each week. However, many primary schools 
did not have specialised materials for foreign language teaching because the foreign 
language was only taught as a part of some studies, such as world and multicultural 
studies, instead of a formal and specialised subject. Most of the teaching content was 
comparatively superficial. For example, in Chinese language teaching, students were 
usually taught how to say some simple phrases used in daily life, such as nihao (hello), 
xiexie (thank you) and zaijian (goodbye); how to count from one to 10; and how to 
write some easy Chinese characters (Chen, 2017). This situation parallels what the 
teacher-researcher faced in the participating primary school. 
2.1.3 Chinese teaching in Australian primary schools 
Chinese language was first officially introduced into Australia’s primary and 
secondary education systems in the 1960s, when it was taught in a few private schools 
in Victoria (Chen, 2017). Since the 1980s, Chinese education has witnessed a 
significant boost. In 1988, there were 11,295 students learning Chinese in primary and 
secondary schools all over Australia, while in 1991 the figure increased to 25,500 
students. By 2006, number reached 81,358, including 48,405 primary students and 
32,953 secondary students (Lo Bianco, 2009). The increase in numbers was primarily 
due to the growing economy in mainland China and Taiwan, as well as the increasing 
number of immigrants and self-funded overseas students coming to Australia (Orton, 
2008). In 2007, 319 primary and secondary schools offered Chinese language courses 
throughout Australia, which accounted for 3.3% of the total 9,581 schools at that time. 
Nearly 84,000 primary and secondary students were learning Chinese language, 
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which was approximately 2.4% of the total 3,441,026 students registered in these 
schools (Orton, 2008). 
By 2011, the top five languages were Mandarin (1.7%), Italian (1.5%), Arabic (1.4%), 
Cantonese (1.3%) and Greek (1.3%). Mandarin turned into the language that was used 
by the largest number of people in the family except for English (Chen, 2017). Today, 
Chinese language teaching in schools is promoted in the context of the Melbourne 
Declaration on Educational Goals for Young Australians and the National Asian 
Languages and Studies in Schools Program (NALSSP). In 2018, this document 
emphasised that ‘Australians need to become “Asia literate”, engaging and building 
strong relationships with Asia’ (Chen, 2015; Ministerial Council on Education, 
Employment, Training and Youth Affairs, 2008, p. 4). As one of the most significant 
languages used in Asia, Chinese language teaching has subsequently received more 
support. In 2009, NALSSP offered extra Asian languages courses (including Chinese) 
for high schools, additional training and support for teachers, and a specialised 
curriculum for students with progressive abilities in Asian language learning and 
researching (Scrimgeour, 2010). The ROSETE program is also a product of policy 
support from the Australian government. 
2.1.4 Challenges in teaching Chinese 
In terms of the Chinese language itself, many Australian students find it difficult. 
Chen (2017) found that, compared to learning another European language, 
English-speaking students need to spend much more time mastering a language like 
Chinese. The Foreign Service Institute of the US Department of State, set up in 1974, 
created classifications of the main languages worldwide and the time required to 
attain proficiency in them. To achieve the requirements in listening, speaking, reading 
and writing for Proficiency Level 3, students who study French, Spanish and other 
Category 1 languages needed to spend 575–600 hours in language leaning, while 
those who study Chinese need to spend 2,200 hours on Chinese learning to achieve 
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the same outcome. These requirements drew on the foundation of over half a century 
of foreign language teaching and applied practice (Chen, 2017). However, only 
students who are very interested in Chinese would have the determination to spend 
more than triple the amount of time learning Chinese to achieve the equivalent level 
of proficiency in another European language (Chen, 2017). Therefore, getting primary 
students interested in Chinese learning and retaining their interests throughout the 
learning process is an important task for the teacher-researcher. 
In addition, the low efficiency of native Chinese teachers’ language teaching in 
Australian schools does not meet the demands of non-native learners (Chen, 2015). 
Scrimgeour (2010) identified five key challenges for native-speaking teachers in their 
Chinese teaching in Australian schools: 
1) native-speaking teachers are unfamiliar with Australian learning culture 
2) learners have low enthusiasm towards studying Chinese 
3) teachers cannot engage students very well during the teaching process 
4) teachers cannot see language learning from the learners’ perspective 
5) teachers do not have a good command of the English language.  
More challenges in Chinese teaching were listed by Zhang and Li (2010), such as a 
lack of unified standards for syllabus and examination system, as well as a shortage of 
qualified and experienced Chinese teachers. Additionally, insufficient related research 
and inadequate collaboration between related institutions increased the difficulty of 
teaching Chinese overseas. Thus, the ROSETE studies are contributing to enhance 
Chinese language teaching in Australia by improving Chinese teaching skills.   
A research study on ROSETE volunteers’ practical experience during Chinese 
teaching in Australian schools was conducted by Chen in 2015. A total of 21 ROSETE 
volunteers, who were also teacher-researchers, participated in this research. Apart 
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from the major challenges summarised by Scrimgeour (2010), which the 
teacher-researchers already faced, the study revealed some more specific challenges 
confronted by those native-speaking teachers during Chinese teaching in real 
Australian classrooms. Classroom management was a practical issue, and this 
reminded the teacher-researcher of the importance of cooperation with the classroom 
teacher. Suggestions from the classroom teachers and regular discussions with 
experienced teachers can improve the teacher-researcher’s skill in classroom 
management. 
Additionally, the time limit is one practical challenge for the Chinese teacher. As 
previously noted, mastering Chinese language requires nearly 2,200 hours of studying 
and practising. However, the time allocated by Australian schools for Chinese courses 
was far from enough for both teachers and students, making it difficult for students to 
make significant progress in learning Chinese. Insufficient time also made it difficult 
for the teacher-researcher to organise a comprehensive Chinese course and seriously 
impedes the function of assessment in students’ language learning. When a 
teacher-researcher was restricted by the limitation of time, they tended to deliver 
feedback before the student completed the work, or provide feedback in a 
teacher-centred, instead of student-centred manner. As a result, due to time limitations, 
the teacher-researcher cannot conduct effective formative assessment and offer 
comprehensive feedback accordingly for enhancing students’ understanding. This is a 
practical issue faced by the teacher-researcher in the local school and dealing with it is 
the initial motivation of the study: properly extending the practice time after class to 
offset to some extent the impact of insufficient learning time in class.  
Another challenge is the unsupportive teacher attitude in some schools. Some 
schoolteachers held indifferent attitudes towards Chinese classes, which is 
demoralising for the teacher-researchers (Chen, 2015). Chinese is a marginal subject 
in some schools, and local teachers’ attitudes easily influence students’ attitudes 
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towards Chinese, which may not be the best start tor Chinese teaching and learning. 
Meanwhile, lack of confidence can make it difficult for the students to learn Chinese. 
As Shen (2016) stated, confidence has always been a key factor that can influence 
students’ acquisition when they learn a foreign language. Consequently, in this 
research, a verbal praise and reward system were applied during the Chinese teaching 
process. The students were encouraged to engage in both classroom activities and 
after-class practice. The teacher-researcher attached more importance to students’ 
engagement in Chinese learning instead of overemphasising the correctness of 
language use. It is a good start for language learners when they do not worry about 
making mistakes.       
2.2 Technology in Language Teaching and Learning 
Importance should be attached to informing students how language is used in both 
traditional and novel ways through diverse material mediums and technologies. (Chun 
et al., 2016). Recent advancements in mobile technologies, such as tablets and 
smartphones, makes learning materials and learning activities more accessible for 
students without the barrier of time, location and pace of learning (Howard & Scott, 
2017). Additionally, in a technologically interconnected, globalized world, teachers 
are progressively required to help students integrate into this world by using 
technology. Recently, communication technologies have provided an approach for 
students to understand, and critically reflect on, their own and others’ communicative 
practices while learning the language (Chun et al., 2016). As early studies indicated, 
appropriate use of technology in education can influence students’ learning content, 
learning pace and learning attitude (Howard & Scott, 2017). Roschelle, Pea, Hoadley, 
Gordin and Means (2001) suggested that being involved in digitally-mediated 
activities can help students to be more motivated in learning, have a better 
understanding of content and be more willing to work through difficult questions.  
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Yang and Chen (2007) conducted a case study to explore high school students’ 
opinion about learning language through technology. The 44 Year 10 students and 
their teacher participated in a technology-enhanced language learning project, 
‘Advanced Joined English Teaching’. Specifically, the participants were required to 
join six internet-based activities. Yang and Chen (2007) found that students enjoyed 
learning with the support of technology and the technology-enhanced language 
learning project stimulated students’ motivation for learning. However, for the 
students who were reticent to use technology in language learning, careful guidance 
was needed. Thus, all students need to realise the significance of new strategies and 
self-directed learning when applying multimedia technology to learning English 
(Yang & Chen, 2007).  
Lan and Lin’s (2016) study investigated the use of mobile seamless technology to 
improve Chinese-as-a-second-language (CSL) learners’ pragmatic competence. In this 
study, 34 CSL learners were randomly divided into two groups: a traditional 
classroom group and a real-world group supported by mobile seamless technology. 
According to the quantitative data, both groups ‘made significant improvement’; yet, 
the qualitative data revealed that with the help of technology, the real-world group 
made ‘significantly’ fewer mistakes during language tasks and had more peer 
cooperation than the classroom group (Lan & Lin, 2016).  
2.2.1 Guide for incorporating technology into teaching 
A series of heuristic questions were outlined by Chun, et al. (2016), to discover 
effective ways to use technology in their teaching practice or research conducting. 
Q1. What learning goals do I have for my students? 
Q2. What language, culture and instructional resources do I have available? 
Q3. How can these resources be used and combined most effectively to serve the 
established learning goals? 
21 
Q4. How will I assess how effective students’ use of these resources is in their 
attainment of the established learning goals? 
The learning goals for students are mastering class content and expanding some 
extracurricular knowledge about Chinese. Once the students have any questions or 
feedback, they can leave a message on Seesaw and the teacher-researcher can reply to 
them promptly. This is an effective way to use and combine the resources for the 
students. The students are assessed through three aspects: behaviour, emotion, 
cognition. Specific definitions of these aspects are presented in 3.4.1.      
2.2.2 Mobile learning 
As stated by Kukulska-Hulme (2013), mobile phone subscriptions have reached 
approximately six billion worldwide, and it is predicted that with the constantly 
falling price of mobile devices like tablets and e-book readers, the sale of these 
devices will essentially increase. Consequently, mobile devices are becoming a 
superior way to solve pressing problems in education all over the world. For example, 
in the United States (US), a ‘mobile learning report card’ cited by Kukulska-Hulme 
(2013) shows the ubiquitousness of mobile learning in education (see Figure 2.1). 
 
Figure 2.1: US mobile learning report card (Kukulska-Hulme, 2013, p. 13) 
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In many countries, using mobile devices such as iPads in education has improved 
students’ academic performance where teachers noticed students’ progress in literacy 
achievement and engagement and motivation in learning. McPhee and his colleagues 
conducted a study based on the use of iPad in student learning to investigate its 
impact on primary students’ engagement. It was found that students, especially boys, 
were more engaged in emotional and cognitive aspects after using iPad in class. As 
they stated, the use of mobile devices is helpful to encourage student engagement in 
school setting (McPhee, et al., 2013).  
2.2.2.1 Definition of mobile learning 
Mobile learning is also known as ‘m-learning’ or ‘learning with handheld devices’ 
(Hockly, 2013). Hockly (2013, p. 80) defines mobile learning as ‘the processes (both 
personal and public) of coming to know through exploration and conversation across 
multiple contexts among people and interactive technologies. Further explanation 
supports this definition: 
the mobile technology, while essential, is only one of the different 
types of technology and interaction employed. The learning 
experiences cross spatial, temporal and/or conceptual borders and 
involve interactions with fixed technologies as well as mobile devices. 
Weaving the interactions with mobile technology into the fabric of 
pedagogical interaction that develops around them becomes the focus 
of attention. (Hockly, 2013, pp. 80–81) 
According to Hockly (2013), reaching a single definition of mobile learning is 
challenging due to the continuous appearance of novel and more advanced mobile 
devices, which makes it a field that changes rapidly. Handheld devices applied in 
learning cover a large range of ‘mobile phones and tablet computers to MP3 and MP4 
players, digital cameras, and gaming consoles’ (Hockly, 2013). Hockly (2013) further 
contends that the focus for m-learning should be on the wider context of teaching and 
learning when referring to the application of mobile devices in the field of education. 
2.2.2.2 Benefits of mobile learning 
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Learning is a complicated process that incorporates diverse social and cultural aspects, 
rather than a simple process of focusing on the acquisition of knowledge on a specific 
topic in a formal educational condition. Nowadays, new handheld equipment is 
widening personal use outside classroom and formal education, covering an 
increasing number of cultural and social aspects (Melanie, Rosner, & Augier, 2009). 
Mobile devices make it possible to access educational resources and provide 
opportunities to join new networks and conversations. Moreover, handheld devices 
will enable learners to intelligently remove the restriction of study location and 
context of use, as they break down barriers between formal and informal learning. For 
Melanie et al. (2009), informal learning is ‘unplanned, incidental, unassessed and 
uncontrolled by a teacher, and takes place in everyday life’, while formal learning is 
more teacher-driven, as ‘we learn formally, if and when we attend courses at schools, 
colleges or university’. 
However, Kukulsak-Hume (2013, p. 12) believes the benefits of mobile learning are 
not fully understood by people:  
It also provides additional channels for communication and collaboration, 
facilities for context-inspired content creation, location-specific learning, and 
argumentation of a person’s surroundings through extra layers of visual and 
audio information automatically triggered or delivered on-demand.  
Kukulska-Hulme (2013) also highlights the strong effects mobile learning 
developments are having on traditional education when the teacher is the centre of the 
teaching process, the learning spaces are clearly determined, and the teaching process 
is diligently conducted. However, while mobile pedagogy has a learner-centred 
characteristic, it is currently only applied as a complementary tool for traditional 
teaching. As such, the researcher strongly believes the situation will necessarily 
change over time, as mobile technology shows its potential. As an increasing number 
of recent examples and cases show, mobile learning has improved students’ learning 
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and engagement in various contexts. Students are expected to be engaged more 
actively and independently by using personal mobile devices for learning.  
2.2.3 Student engagement in technology-mediated learning 
In 2007, Li conducted a case study to examine the significance of social networks to 
students’ reading and writing of second language. In this case, the participant is an 
English language learner who used different social networks (family, peer, and virtual 
networks) to fulfil literacy engagement both online and outside classroom (Li, 2012). 
Li (2012) regards her research as a successful case study to break social isolation for 
an English language learner by using the family and virtual networks. Peer social 
networks, especially among minority peers, also significantly contribute to students’ 
improvement in English learning and academic success. The availability of popular 
media and modern technologies makes it possible for English language learners to 
immerse themselves in learning communities that reach far beyond their own schools 
or communities. As summarised by Li (2012) through a review of the effect of 
technology in second-language learning in English, online technologies assist the 
second-language learners to enhance both the quality and quantity of learning in 
vocabulary, sentences, speaking and writing. 
Kubler (2018) discussed some principles for technology-based Chinese language 
education while preparing and developing learning materials for Chinese learners. He 
stated that new technology makes it possible for teachers and learners to move some 
activities outside the classroom and as a result, they can arrange things more 
effectively. Kubler (2018) found that if the teaching activities involved printed 
materials, audio, video, computer software and online teachers, it was more effective 
for Chinese language learners in their independent learning. Indeed, well-designed 
audio exercises can be used as assistant equipment to help learners achieve their 
communicative goals (Kubler, 2018). Li’s (2012) and Kubler’s (2018) successful 
cases show the benefits of using technology in language learning.        
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2.3 Student Engagement 
Educators have realised the significance of student engagement from both social and 
academic perspectives in schools where a large number of students were observed as 
being unmotivated and disengaged (Appleton, Christenson, & Furlong, 2008). The 
concept of ‘student engagement’ has been researched by educators for over 70 years, 
since first broached in the 1930s (Axelson & Flick, 2010). 
2.3.1 Definition of student engagement 
With a long history and a wide discussion by educational theorists, the concept of 
‘student engagement’ does not have a fixed definition. According to various 
educational researchers, the definition could contain one to four components. Some 
researchers see student engagement primarily as a matter of students’ behaviour, that 
students can be observed doing to achieve their learning targets. However, other 
theorists extend the definition to aspects such as emotional or affective aspects 
(Axelson & Flick, 2010).  
In the 1980s, Alexander Astin implemented student involvement research that is 
regarded as the origin of modern engagement research. Astin states that there is 
essentially no difference between ‘student involvement’ and ‘student engagement’, 
and defines it as ‘the quantity and quality of physical and psychological energy that 
students invest in the college experience’ (Axelson & Flick, 2010). In this definition, 
student engagement contains two parts: physical and psychological engagement, 
which may also be described as behavioural and emotional engagement. Similarly, 
Reeve, Jang, Carrell, Jeon, and Barch (2004, p. 147) define engagement as 
‘behavioural intensity and emotional quality of a person’s active involvement during a 
task’. In addition to the two-component model, researchers suggest a three-component 
model of engagement, which contains the three aspects of behaviour, emotion and 
cognition (Axelson & Flick, 2010; Munns & Woodward, 2006). Schlechty (2011) 
devised a four-component definition to determine whether students are engaged. The 
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engaged students should be ‘attentive’, ‘committed’, ‘persistent’ and ‘find meaning 
and value in the tasks that make up the work’ (Schlechty, 2011, p. 14). Appleton et al. 
(2008) posited that student engagement can also be divided into four levels: academic, 
behavioural, cognitive and psychological engagement. Although there is no unique 
definition of ‘student engagement’, many researchers proposed similar definitions. 
This research does not refer to the one-component definition since it is too narrow to 
observe students in a comprehensive way. Emotion and cognition are two important 
aspects to show the quality of students’ engagement. Besides, academic engagement, 
the fourth component, can be included in cognitive engagement since it is a part of 
outcome of student engagement. Consequently, the three-component definition which 
covers behaviour, emotion and cognition is chose for this research. 
2.3.2 Components of student engagement 
The components of student engagement are covered in the definition of the term. In 
this study, the components were behavioural, emotional and cognitive engagement. 
Few studies could clearly identify which kind of engagement plays a primary role in 
the process of student learning (Axelson & Flick, 2010). Indeed, the three levels of 
behavioural, emotional and cognitive engagement should be achieved at the same 
time and not considered separate factors (Munns & Woodward, 2006). 
Behavioural engagement is both an obvious indicator of students’ learning and a clue 
to their emotional and cognitive engagement (Axelson & Flick, 2010). The signals for 
emotional engagement are that the students are experiencing affective reactions like 
enjoyment, interest and a sense of belonging (Trowler, 2010). In terms of cognitive 
engagement, students become ‘reflectively involved in deep understanding and 
expertise’ (Munns, & Woodward, 2006). Additionally, cognitively engaged students 
are willing to invest in their learning, by independently exploring more than is 
required and challenging themselves without compromise to difficulties (Trowler, 
2010). 
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Thus, an engaged student is one who reaches the following standards simultaneously: 
a) shows willingness to be physically involved in a task, b) stays positive to be 
effectively involved in the task, and c) meets the requirement of the task and wants to 
learn more. These standards are used in observation to help the teacher-researcher 
assess students’ engagement both in and out of class. 
2.3.3 Assessment of student engagement 
Munns and Woodward (2006) suggest that student self-assessment plays a critical role 
in the classroom and provide more specific standards for full engagement. According 
to them, students’ reflections need to develop to a state of deep-thinking conceptual 
plans in which behavioural, emotional and cognitive engagement are integrated into 
full engagement. In student self-assessment, students need to: 
• reflect on the content that they were learning about and find out the connection 
to their real lives  
• be willingly engaged in assessing their own work on how to enhance the 
quality of their performance 
• understand that the classroom is shared among a group of people, including 
themselves, their classmates and their teachers 
• know they were regarded as individual learners  
• be able to express their opinions to the way learning experiences were planned 
and assessed (Munns & Woodward, 2006). 
Trowler (2010), and Munns and Woodward (2006) proposed specific and observable 
standards about student engagement, which guides the teacher-researcher to set up a 
practical assessment for her students. Considering their suggestions, the 
teacher-researcher lists different standards to assess students’ engagement in and out 
of class through behavioural, emotional and cognitive level. For classroom 
engagement, the standards are observed through: 
• whether raise their hands to answer questions (Behavioural engagement)  
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• whether look happy, interested or enjoyed in the lesson (Emotional engagement) 
• whether give the right answers; whether ask further questions; whether take 
notes spontaneously during class (Cognitive engagement).  
For students’ engagement on Seesaw, the students are observed through: 
• whether click the ‘like’ button to show the teacher-researcher that they have 
seen or listened to the materials (Behavioural engagement)  
• whether show happy/enjoyed/interested face in their own responding videos, 
or leave comments describing their emotions (Emotional engagement) 
• whether leave critical comments about the materials or ask further questions 
(Cognitive engagement).  
 
2.4 Summary of Literature Review 
This chapter has reviewed the literature in three areas: Australia’s foreign language 
policy and state of Chinese teaching; technology in education use, especially in 
language teaching; and different aspects of student engagement. Due to changes in the 
ethnic groups of the national population, Australia formulated corresponding language 
policies to promote social justice and economic development. As one of the 
designated important foreign languages, Chinese is learned by Australian students 
nationwide, under the support of the government. While teaching Chinese language 
has increased in Australian schools, it still faces many challenges and problems. The 
second area of literature reviewed indicated the tendency to use technologies in 
language teaching and demonstrated the benefits of mobile learning through 
promising cases in Australia. Further, a successful case study of engaging student in 
online language learning outside school can guide the teacher-researcher’s own study 
about engaging primary students in Chinese learning after school. The third area 
reviewed provided the definition, components and assessment of student engagement, 
which generates a clear picture for the teacher-researcher about how to examine the 
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influence of students’ after-school engagement by assessing their classroom 
engagement.  
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Chapter 3: Research Methodology and Methods 
This chapter introduces the methodology and method applied in this research in detail. 
First, the definition and main characteristics of qualitative research and action 
research, as well as the reasons for choosing these methods will be explained. Then, 
the teacher-researcher discusses the way action research design was chosen, including 
the study context, selection of participants, data collection and analysis. Finally, the 
teacher-researcher examines the research principles guiding this study, which 
comprise ethical consideration, research triangulation, validity and reliability. 
3.1 General Educational Research Settings 
3.1.1 Doing educational research 
This study is based on the teacher-researcher’s experiences in a primary school in 
Western Sydney, moulded into educational research. In general, educational research 
includes more than a casual interaction with a school context. Specifically, it is about 
raising a question, collecting data and analysing data to discover the answer to this 
question. Educational research has significance. First, it assists educators to 
understand issues or problems by accumulating knowledge. Second, it can help 
teachers improve their teaching practice. Third, it highlights important policy issues 
argued and determined by decision-makers. Finally, it benefits students’ learning and 
communication capabilities through their involvement in the research (Creswell, 
2012). 
3.1.2 Reasons for choosing qualitative research 
Qualitative research enables researchers to conduct in-depth studies on diverse topics, 
including the researcher’s favourite, everyday terms. Qualitative research offers 
greater freedom for the selection of topics of interest, while other research methods 
may be limited by:  
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• the inability to establish the necessary research conditions (as in an 
experiment) 
• the unavailability of sufficient data series or lack of coverage of sufficient 
variables (as in an economic study) 
• the difficulty in drawing an adequate sample of respondents and obtaining a 
sufficiently high response rate (as in a survey) 
• other limitations such as being devoted to studying the past but not ongoing 
events (as in history) (Yin, 2016, p. 6).  
To date, qualitative research has become acceptable in various academic and 
professional areas, including sociology, anthropology, political science, psychology, 
education, management, nursing, urban planning and program evaluation. In these 
areas, qualitative research is regarded as an attractive and fruitful form of conducting 
studies (Yin, 2010), which is also why qualitative methods are chosen in this 
educational research. 
Several other factors contributed to determining which approach to use in the study. 
The first factor is the research problem. It is important that the research approach 
aligns with the research problem; however, the problems in qualitative research are 
those that demand to be explored to gain a profound comprehension (Creswell, 2012). 
In this study, the problem is that primary students do not have enough class time for 
Chinese in the school and, consequently, the teacher-researcher devised the notion of 
engaging students by organising after-school support to improve learning Chinese. 
Taking the school context into consideration, the teacher-researcher used a digital 
student-driven portfolio named ‘Seesaw’, which was already utilised in the 
participating primary school, as a platform for students to practise Chinese after 
school. Therefore, the research explored the use of this accepted application in 
Chinese learning to obtain a deep understanding of using Seesaw in students learning 
activities. In this research context, qualitative research is very suitable for the research 
problem and purpose. 
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The second factor is the teacher-researcher’s personal experience and training. A 
qualitative researcher needs experience in field studies, where they can obtain the 
skills of collecting information, observing and interviewing individuals (Creswell, 
2012). The teacher-researcher was an English teacher in an educational institution in 
China one year ago. The teachers there used an application named ‘WeChat’ to track 
students’ after-school English learning. The teachers observed students’ engagement 
during the class and sometimes interviewed the students after class to gauge their 
feelings about using WeChat to practise English. Consequently, qualitative research 
methods fit this study. 
The third factor is the audience(s) for the research report, as it is important that 
audiences are familiar with the method applied in the research (Creswell, 2012). The 
audiences for this research are policymakers, teachers, principals, school faculty and 
various research stakeholders. To identify the approach most familiar to these 
audiences, it was determined that the research approach in this study needed to be 
practical and focused on solving concrete problems. 
3.1.3 Characteristics of qualitative research 
Instead of giving a singular definition, Yin (2010) listed and discussed five traits of 
qualitative research:  
(1) considering the meaning of people’s lives in a realistic and practical way 
(2) standing for people’s perspectives and thoughts 
(3) extensively covering social and cultural contexts and conditions where people 
live 
(4) providing opinions on current or new concepts that may be helpful to interpret 
social behaviour of human 
(5) using diverse sources of evidence instead of depending on a sole source. 
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These features can guide the teacher-researcher to conduct this qualitative research in 
a more rational way. 
There are six major steps included in the process of research. These steps are: 
‘identifying a research problem; reviewing the literature; specifying the purpose for 
research; collecting data; analysing and interpreting the data and reporting and 
evaluating research’ (Creswell, 2012, p. 7). Except for these main steps, conducting 
educational research also engages in designing and composing the research in 
quantitative research or qualitative research methods (Creswell, 2012). 
This study applies a qualitative research framework, which has six main steps: 
• Exploring a problem and developing a detailed understanding of a central 
phenomenon. 
• Having the literature review play a minor role but justifying aspects of the 
research problem.  
• Stating the purpose and research questions in a general and broad way so as 
these relate to the participants’ experiences. 
• Collecting data based on words from a small number of individuals so that the 
participants’ views are obtained. 
• Analysing the data for description and themes using text analysis and 
interpreting the larger meaning of the findings. 
• Writing the report using flexible, emerging structures and evaluative criteria, 
and including the researcher’s subjective reflexivity and bias. (Creswell, 2012, 
p. 16). 
 
3.2 Action Research 
Action research is often used among contemporary research and has a practical design 
(Creswell, 2012). Action research delivers a particular, realistic problem and searches 
for a solution to the problem. Consequently, these research designs are conducted by 
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teachers. The aim of action research is for teachers to enhance their teaching practice 
by studying existing problems in their teaching process. Teachers reflect on these 
problems, collect and analyse data and then adjust their approaches based on the 
findings. As Creswell (2012) notes, two major types of action research designs are 
used by researchers: practical action research and participatory action research. These 
two types of action research designs are illustrated in Figure 3.1. 
 
Figure 3.1: Two types of action research design (Creswell, 2012, p. 579) 
 
In terms of the research approach addressed above, the practical action research 
design was selected for this research process. 
3.2.1 Characteristics of action research 
Although practical action research and participatory action research differ from each 
other, they still share common characteristics, such as: 
• a practical focus 
• the researcher’s own practices 
• collaboration 
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• a dynamic process 
• a plan of action 
• shared research (Creswell, 2012, p. 586). 
Understanding these characteristics can assist researchers to design better action 
research and make it easier for them to read and assess published action research 
while reviewing literature.  
3.2.2 Reasons for choosing action research 
As a ROSETE participant, the teacher-researcher is required to conduct research to 
solve an educational problem existing in the school where the researcher is teaching 
Chinese. After a term-long observation period, the teacher-researcher noticed that a 
problem for students’ Chinese learning in this school is that the class time for 
Chinese—30 minutes per week—is fairly insufficient. Thus, the teacher-researcher 
addresses a specific educational problem in a particular education setting that needs to 
be solved in this study. The teacher-researcher discovers the research problem 
(insufficient time for Chinese class in the school) and attends to determine an 
effective way to solve this problem (using Seesaw to engage students in Chinese 
learning after class). The aim of this study is to enhance students’ engagement in 
Chinese learning, as well as improve the teacher-researcher’s pedagogical abilities.  
As stated by Creswell (2012), a basic requirement of action research is that the 
teacher-researcher has sufficient time to collect and analyse data, as well as trying 
different ways to solve the problem. To this sense, the teacher-researcher taught 
Chinese in the primary school for a full school year in 2018, so there were an 
additional three terms available for the teacher-researcher to collect and analyse data, 
and try new ways to solve the raised problem. The second requirement was to find 
collaborators to share the research findings. As a ROSETE participant, the 
teacher-researcher obtains supports from one program manager, two program advisers 
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and two supervisors at Western Sydney University, as well as one mentor teacher, one 
school coordinator and five classroom teachers in the participating primary school. 
Thus, in this study, collaborators are plentiful. The third requirement was a broad 
understanding of different quantitative and qualitative methods for data collection. 
For this purpose, the teacher-researcher undertook sessions on methodology for half a 
year, as professional supervisors are also a valuable resource for the 
teacher-researcher when encountering difficulty with determining research methods. 
To make sure the findings make sense, the teacher-researcher discussed her findings 
with the research thesis committee.  
3.3 Research Design 
The students are proficient in using Seesaw, so their efforts are not focused on how to 
use it but what to do with it. If some students cannot access Seesaw at home, they can 
access it in the school library. Since Seesaw allows users to send pictures, share 
videos and record their voices, the teacher-researcher fully utilised these functions by 
posting different teaching and learning materials in diverse forms.  
At the end of some lessons, each student received a paper worksheet with new words 
and new sentences to take home. After school, the teacher-researcher read the same 
worksheet aloud in a clear voice, while pointing to each word and sentence being read 
so the students know the corresponding pronunciation for each word and sentence. 
This process was recorded and sent to the class groups on Tuesday so every student 
could watch it. If there was a conversation on the worksheet, in addition to from 
reading and pointing to it, the teacher-researcher repeated the conversation by acting it 
and encouraged the students to make their video to practise Chinese in a vivid way 
(reading or acting). As well as the videos about teaching content, the 
teacher-researcher could share other videos or simple songs related to the topic, or 
even some interesting extra knowledge not directly related to the teaching content in 
class. In addition to revising the new knowledge students learned in class, Seesaw 
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could also be used in a preview section. For instance, prior to the Chinese lesson on 
Tuesday, the teacher could ask the students some questions related to the new 
knowledge and encourage them to find out the answers by using any resources 
available to them. 
The students were encouraged to submit video or audio recordings of themselves 
reading the worksheet, performing a daily dialogue or answering the teacher’s 
question on a picture (PDF). These were optional tasks, which all depended on 
students’ own willingness, so they were not being disadvantaged by engaging in 
after-class Chinese practice on Seesaw. Moreover, they were encouraged to do these 
tasks as many times as possible in a week. Each weekly cycle started on Tuesday and 
ended the following Monday. The results of their after-class engagement in Chinese 
practising was documented so the teacher-researcher could combine and analyse these 
results to see the influence of after-class engagement on classroom engagement.  
3.3.1 Site selection 
The educational site selected for this study is a public primary school in Western 
Sydney where the researcher voluntarily taught Chinese. The teacher-researcher went 
to this primary school for Chinese teaching on every Tuesday during all four school 
terms in 2018. The teacher-researcher had been teaching Chinese in this school for 
forty weeks, which met the requirement stated by Efrat and Ravid (2013, p. 41) that 
‘Researchers often become immersed in the educational site where their studies take 
place’. Specific information about this school was introduced in the school context 
discussion in Section 1.2.1. Taking the ethical issue into consideration, the 
participating school is referred to in the study as Wonderful Primary School rather 
than its real name.  
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3.3.2 Participant selection 
The participants in this study were the students and a classroom teacher at Wonderful 
Primary School. According to the 10-week observation, there were no big differences 
between the five classes that were having Chinese lessons in terms of the following 
factors. First, the numbers of students in these classes were all around 30. Second, the 
students had received the same Chinese education from the same volunteer Chinese 
teacher last year and they were at the same level of Chinese learning. Third, many of 
them in each class held positive attitude to Chinese learning. Finally, all the classroom 
teachers of these classes were supportive for the teacher-researcher to conduct 
Chinese teaching. Thus, in these aspects, each class could be selected as a participant 
in this study. As already mentioned, this study was qualitative action research that 
relied on qualitative data collection tools such as descriptive and reflective 
observations, semi-structured interviews and teacher’s reflective journals. Due to time 
and organisational constraints, the teacher-researcher selected only one class to be the 
sample of this research. The chosen class was named 5C. This class consisted of 13 
girls and 20 boys. Nine of the students who gave both their parents’ and their consents 
to the research became the participants. It was the fifth year for the students of 5C 
learning Chinese in this school. However, Chinese lessons were conducted more like 
an interest-oriented class than a formal subject and most students lacked for  a 
Chinese environment to use and practice the language out of school. Consequently, 
according to Chinese K-10 syllabus (NSW Education Standards Authority, 2017), 5C 
students’ language level was stage 2. They were able to use modelled Chinese 
language while involving in play-based learning contexts and classroom routines. 
They could identify key words and message in simple texts, such as stories, songs and 
rhymes, and respond to texts by using key words, phrases, and gestures. They also 
could compose simple texts in Chinese using rehearsed language (NSW Education 
Standards Authority, 2017). The class teacher involved in this study showed good 
technology skills and enthusiasm in integrating technology into the classroom. She 
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was also the tutor of Seesaw training at the school. The 5C classroom teacher was also 
a participant in this study as she was an observer in every Chinese lesson and could 
also witness her students’ Chinese learning on Seesaw. Thus, the classroom teacher 
was also a reliable data source for this study.  
Interviewing all the students in a class would be onerous. Consequently, according to 
the diverse sampling approach introduced by Creswell (2012), the researcher used a 
purposeful sampling strategy called maximal variation sampling to decide the 
research sample in this case. This means the researcher chooses cases or individuals 
with different characteristics or features to some extent. In this study, the selection 
standard was based on students’ classroom performances. The classroom teacher, who 
was also an observer, completed a classroom observation chart to record students’ 
classroom engagement (see Table 3.3 and Section 3.4.1). Then the students were 
divided into three categories, which was the basis of the focus group: 
• Category 1: actively participates in classroom activities, shows interest in 
learning new words and developing their pronunciation, gives correct answers 
and even asks further questions.  
• Category 2: sometimes participates in classroom activities, no obvious signs to 
show their interest during the learning process, gives incorrect answers. 
• Category 3: does not participate in classroom activities, shows boredom or 
even rejection during the learning process, struggles with understanding tasks. 
With the help of the classroom teacher, two students were selected from each group to 
make a focus group that contained a total of six students. This focus group was 
interviewed at the beginning of Cycle 2. 
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3.3.3 Cycle implementation 
This study contains two cycles and each cycle contains three weeks. To discover 
efficient ways to engage students in after-school Chinese learning, the 
teacher-researcher explored and examined students’ engagement in two ways: content 









Figure 3.2: Materials on Seesaw for student engagement 
 
Teaching content in class refers to the knowledge that has been taught or is to be 
taught by the teacher in the classroom. It can be divided into two parts: preview for 
the new lesson or review for the old lesson. Extra knowledge refers to the extension 
knowledge that supplements the teaching content in class, which may or may not be 
directly related to the teaching content. The arrangement for Term 4 were some 
expansions from Term 3 (the food topic) and introductions of Chinese schools. An 
example of what the teacher taught in the classroom and after class on Seesaw is 
presented in Table 3.1. 




in class (review) 
Wǒ zhēnde hǎo è。(I am really [very] hungry.) 























A Chinese song with repetitive lyrics of Hǎo è, hǎo è, hǎo 
è, wǒ zhēnde hǎo è。(very hungry, very hungry, very 





A simulated daily dialogue between a mother and child: 
Child: Hǎo è, hǎo è, hǎo è, wǒ zhēnde hǎo è。 
(Very hungry, very hungry, very hungry, I am really hungry.) 
Mother: nǐ yào chīshénme？ (What do you want to eat?) 
Child: Wǒ yào chī jiǎozi。(I want to eat dumplings.) 
 
After data collection and data analysis in Cycle 1, the teacher-researcher could see the 
influence of practicing Chinese after class; that is, whether the students remembered 
more words, whether they pronounced them more fluently, and whether they felt more 
confident and comfortable learning Chinese. The teacher-researcher also obtained 
feedback on the kind of content and form of the materials interested the students and 
engaged them in learning Chinese out of the class. Based on the results of Cycle 1, the 
teacher-researcher made some adjustment in Cycle 2. For example, the students 
regarded both teaching content and extra knowledge as engaging materials and both 
video and audio as their preferred form in Cycle 1, so the teacher-researcher kept 
sharing materials of these contents and in these forms with them in Cycle 2 to see 
whether their after-school engagement improved and whether the students progressed. 
3.4 Data Collection 
Data are nothing more than small pieces of ordinary information found in the 
environment. They can be specific and measurable, such as attendance in the 
classroom, or intangible and difficult to measure, such as feelings. Whether a piece of 
information becomes the data in the study relies entirely on the interests and opinions 
of the researcher (Merriam & Tisdell, 2015). 
42 
For qualitative research, there are four approaches of data collection: observations, 
interviews and questionnaires, documents and audio-visual materials (Creswell, 2012). 
Concurring with Creswell’s (2012) classification of data collection approaches in 
qualitative research, Efron and Ravid (2013) and Merriam and Tisdell (2015) 
summarise the qualitative data collection tools as observations, interviews, survey and 
artefacts, and documents. To a large extent, their different classifications of collection 
forms coincide with each other. In this study, the teacher-researcher followed the 
categories listed by Creswell to collect data and applied all these qualitative forms. 
Students completed a pre-survey at the beginning of Cycle 1 and a post-survey that 
contained the same questions at the end of Cycle 2. During the process of data 
collection, the classroom teacher’s observations were conducted in Week 2 and Week 
3 in Cycle 1, and Week 4, Week 5 and Week 6 in Cycle 2. Students’ after-class 
engagement on Seesaw was documented every week in the two cycles. The student 
focus group interview was conducted in Week 4, which was also the beginning of 
Cycle 2. The classroom teacher’s one-on-one interview was also undertaken in Week 
4. Thus, after the interviews with the classroom teacher and the students, the 
teacher-researcher promptly made some changes for the new cycle.  
3.4.1 Observations 
Cresswell (2012, p. 213) defines observation as ‘the process of gathering open-ended, 
firsthand information by observing people and places at the research site’. 
Observations are commonly used in various types of qualitative research, including 
ethnography, case study, and qualitative action research (Merriam & Tisdell, 2015), 
which is the case in this study. Observations are frequently applied in data collection 
and have a number of advantages: first, observation provides a chance to record 
information immediately when it happens in the setting (classroom in this study); 
second, it is an ideal way to study the practical behaviour of the participants in the 
setting; and third, observations can help the researcher study students who have 
difficulties with expressing their opinions, like preschool students (Cresswell, 2012). 
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Further, Merriam and Tisdell (2015, p. 139) affirm that ‘observation is the best 
technique to use when an activity, event, or situation can be observed firsthand, when 
a fresh perspective is desired, or when participants are not able or willing to discuss 
the topic under study’. For example, when studying a small educational unit as in this 
research, the teacher-researcher might observe rejection and disruption among certain 
students in the class that an interview would not reveal.  
Since the researcher was also the teacher in this study, the teacher-researcher was both 
a participant and observer in the classroom. However, it is not easy for the 
teacher-researcher to observe all the students while teaching Chinese. The good thing 
is that apart from the teacher-researcher, the classroom teacher is also an observer in 
the classroom; thus, without Chinese teaching task, the classroom teacher can help the 
teacher-researcher record detailed descriptions of students’ engagement. 
As one of the related research questions is ‘How can after-class engagement in 
Chinese learning influence students’ classroom engagement?’, the observation 
focused on students’ classroom engagements. Table 3.2 depicts a clear chart to define 
different levels of students’ engagement (Trowler, 2010). 
Table 3.2: Student engagement chart 
 Positive engagement Non-engagement Negative engagement 
Behavioural Actively participates in 
classroom activities 
No response to the 
teacher, is distracted 
Disrupts the lesson 
Emotional Interest Boredom Rejection 
Cognitive Meets or exceeds 
assignment requirement 
Assignment late, 
rushed or absent 
Redefine parameters for 
assignment 
 
Referring to Trowler’s (2010) chart, the teacher-researcher created a more detailed 
table to help the classroom teacher record students’ specific performance during class 
(see Table 3.3). 
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Table 3.3: Chart to record of students’ engagement during class 
 
For students’ after-class engagement on the Seesaw application, the teacher-researcher 
recorded their engagement on Seesaw by using another table (see Table 3.4).  
Table 3.4: Chart to record students’ engagement on Seesaw 
Week ___ After-class Engagement on Seesaw 
Form & Content  
Engagement 













1 Student …    
 
It was not assumed in this study that engaging in after-school practise would cause an 
improvement in classroom engagement, as the improvement might be caused by other 
factors, such as the student’s mood that day or their interest in the classroom activity 
during that lesson. It is difficult to attribute the cause, which is why the research 
requires other data in addition to the teacher’s observation, such as students’ 
self-reflection and focus group interview. The result could be that after-school 
engagement improves classroom engagement, after-school engagement disadvantages 
classroom engagement, or after-class engagement does not influence classroom 
engagement. 
Student engagement in classroom Week _______ 
    Different levels 





student raise a 
hand to answer 
questions or be 
distracted? 
(Behavioural) 
Does this student 
look happy 
interested or 
enjoying in the 
lesson？
(Emotional)  
1) Does this student give the 
right answer? How many 
times? 2) Does this student ask 
further questions? How many 







2 or 3) 
1 Student …       
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3.4.2 Interviews and surveys 
Creswell (2012) claims that interviewing is another popular way to collect data in 
qualitative research. In education, except in most areas of application, interviews are 
used commonly in qualitative research for data collection. In some studies, it can even 
be the only source of data (Merriam & Tisdell, 2015). According DeMarrais’s (2004, 
p. 55) definition, a research interview is ‘a process in which a researcher and 
participant engage in a conversation focused on questions related to a research study’. 
The advantage of this method is that it can help gather personal and detailed 
information from the participants that cannot be directly observed. Another benefit is 
that the interviewer is able to have better control of the received information, as 
specific questions are decided by the interviewer (Creswell, 2012). In terms of the 
degree of interview structure, Merriam and Tisdell (2015) identify clear and specific 
classifications of interviews: highly structured/standardised interview, semi-structured 
interview and unstructured/informal interview (see Table 3.5). 
Table 3.5: Interview classifications (Merriam & Tisdell, 2015, p. 110) 
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In most circumstances, qualitative interviews are conducted in a semi-structured way, 
which supposes individual interviewees define the world in unique ways (Merriam & 
Tisdell, 2015). As shown in Table 3.6, semi-structured interviews sit in between 
structured and unstructured interviews, in which all questions are set or more flexible, 
respectively. In cases where specific information is needed from interviewees, the 
interview is more structured; however, most interviews are guided by a series of 
questions to be discussed. In this study, the issues being considered are all around 
students’ experiences and feelings about using Seesaw to learn Chinese outside the 
classroom. Thus, the semi-structured interview format is most suited as it enables the 
researcher to react to the imminent situation, and to the interviewee’s new ideas about 
the subject (Merriam & Tisdell, 2015). 
There are two methods of interviewing used in this study: one-on-one interviews for 
the classroom teacher and focus groups for the students. In a one-on-one interview, 
the researcher interviews only one individual at a time. It is the most time-consuming 
approach of all the types of interviews (Creswell, 2012), but it provides an 
opportunity to obtain more detailed information and feelings of each participant. 
Since the classroom teacher is an articulate adult who shares ideas without hesitation, 
one-on-one interviews are a good way to interview the teacher. This study utilised a 
one-on-one interview at the end of the term so the classroom teacher could make 
some summaries.  
Another type of interview applied in this study is the focus group. For Hennink (2014, 
pp. 2–3):  
Perhaps the most unique characteristic of focus group research is the 
interactive discussion through which data are generated, which leads to 
a different type of data not accessible through individual interviews. 
During the group discussions, participants share their views, hear the 
views of others, and perhaps refine their own views considering what 
they have heard.  
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According to Creswell (2012), focus groups can not only gather shared understanding 
from different interviewees but also to obtain opinions from a particular person. A 
typical focus group interview is a process of gathering information from four to six 
participants. The researcher asks some general questions and record answers from all 
the interviewees. This kind of interview can be advantageous if the interaction among 
participants would possibly produce the best idea or the respondents are familiar and 
cooperative with each other. Considering that the remaining participants are primary 
school students from the same class, focus group interviews were most suitable.  
The focus group selected by the researcher and classroom teacher according to their 
classroom performance (six students, two from each of the three categories) were 
interviewed at the beginning of Cycle 2. The interview with the teacher and student 
focus group were held in the school library, which is a quiet and comfortable space 
under the supervision of a librarian. The interviewees are the six students and their 
classroom teacher selected in the sampling part of the research. The interviews were 
estimated to take 10–15 minutes so participants’ school life would not be significantly 
disturbed. The questions for the students focused on the participants’ Chinese learning 
after school on Seesaw and their views towards it. Some sample questions for the 
student focus group are: 
(1) What do you think about the way you use Seesaw to practise your Chinese 
after class? (Practising the pronunciation/new words/sentence structures) 
(2) How does it help you to practise after class? (confidence in Chinese 
speaking/proficiency in Chinese speaking) 
(3) What influence do you think that after-class practice on Seesaw has on your 
classroom engagement? (consolidating the old knowledge/preparing for the 
new knowledge) 
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(4) What kind of content on the Seesaw do you prefer? (teaching content in 
class/extra knowledge)  
(5) What kind of tool do you prefer to use in practising Chinese on Seesaw? 
(Pictures/voice mails/videos) 
(6) What do you think would make after-school use of Seesaw helpful for Chinese 
learning? (Learning from other students by making comments on their videos) 
Sample questions for the classroom teacher are:  
(1) What do you think about the way to use Seesaw to engage students in Chinese 
learning after class? Can you describe it? 
(2) What do you think about students’ after-class practice by now? (engaged/not 
engaged) 
(3) What do you think about students’ classroom engagement by now? 
(4) Do you think that students’ after-class engagement on Seesaw influenced their 
classroom engagement? Why or why not? 
(5) What kind of content on Seesaw do you notice is more engaging for students? 
(teaching content in class/ extra knowledge)  
(6) What tool on Seesaw do you notice is more engaging for students? (Pictures/ 
audio/ videos) 
(7) Do you have any suggestions to make after-school use of Seesaw more helpful 
for students’ Chinese learning? 
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All the interview proceedings were recorded using a smartphone with the permission 
of the participants and their parents, so the teacher-researcher had sufficient time to 
transcribe and analyse participants’ answers.  
A pre-survey and post-survey were also used to collect data for this research as 
surveys are regarded as ‘one of the most common and efficient ways to gather 
information’ (Efron & Ravid, 2013, p. 107). With the help of surveys, a researcher can 
collect various information about participants’ ideas, feelings and attitudes towards 
the program (Efron & Ravid, 2013). A pre-survey was conducted at the beginning of 
Cycle 1 to provide the teacher-researcher with a better understanding of the 
participants in relation to their current Chinese practising status after class, their 
attitudes to practising Chinese on Seesaw and their expectations about the project. As 
a supplement to the teacher-researcher’s after-class observation and classroom 
teacher’s advice, the results of the pre-survey can be used to guide selection of the 
focus group. This survey also offered some hints for designing the post-survey, which 
was realised at the end of both Cycle 2 to ascertain whether the participants’ attitudes 
changed over the project period. The questions on the pre-survey and post-survey 
were: 
(1) How many days per week do you check or use Seesaw after class? 
A) 0–1        B) 2–3        C) 4–5        D) 6–7 
(2) How much time do you currently spend practising Chinese after class every day? 
A) 0 min      B) 1–5 min     C) 6–10 min   D) >10 min 
(3) In the future, how much time would you be willing to spend practising Chinese 
after class every day? 
A) 0 min      B) 1–5 min     C) 6–10 min   D) >10 min 
(4) To what extent do you think practising Chinese after class helps a student’s 
Chinese learning? 
A) It is not helpful at all.  
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B) It could be helpful. 
C) It is definitely helpful. 
(5) Which of the following options do you think can help your learning of Chinese 
after class? 
A) Talking with other students in Chinese. 
B) Searching for Chinese materials online. 
C) Listening to Chinese songs or watching Chinese series. 
D) Other ways: __________________________________ 
(6) Which of the following options are you expecting to learn by using Seesaw after 
class? 
A) I want to learn new words. 
B) I want to improve my pronunciation. 
C) I want to learn some characters. 
D) I want to learn more about Chinese culture. 
E) Other things: ___________________________________ 
(7) For what kind of reason will you practise Chinese on Seesaw after-class? 
A) Because I want to leave a deep impression on teachers.  
B) Because I want to show everybody else that I can learn Chinese well.  
C) Because I am interested in learning Chinese and I like learning it. 
D) Because Chinese is important, and I want to learn it better. 
E) Other reason: ____________________________________ 
 
3.4.3 Documents and artefacts 
Documents and artefacts can be a useful source of information in qualitative data 
collection. Different researchers categorised documents and artefacts in different ways. 
According to Merriam and Tisdell (2015), there are up to six types of documents, 
including: 
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1) public records 
2) personal documents 
3) visual documents (film, video, photography) 
4) artefacts and physical materials like objects in the environment or changes in 
the physical setting 
5) researcher-generated documents or artefacts. 
Public records are such things as program documents, government documents and 
website data (Merriam & Tisdell, 2015). This type of data is widely used in this 
research, including the school’s profile on My School (see Chapter 1), Australian 
Bureau of Statistics reports (see Chapter 2) and ‘Melbourne Declaration on 
Educational Goals for Young Australians’ (see Chapter 2). Personal documents are 
also valuable in this research, as during the process of this study, the 
teacher-researcher wrote reflective journals, which can provide detailed and 
complementary information. The students’ own reflections on the learning process are 
also valuable, as their high levels of thinking, feeling and working can define 
‘engagement’ (Munns & Woodward, 2006).  
‘Visual documents’ (Merriam & Tisdell, 2015), are also defined as a type of 
‘audio-visual materials’ by Creswell (2012), which includes visual materials such as 
photos, videos and digital pictures. This kind of documents is a central source of 
qualitative data for collection in this study because this research encouraged the 
students to upload videos and pictures about practising Chinese after school through 
the platform of Seesaw. Through these materials, two important outcomes are seen. 
First, the degree of participants’ after-class engagement in Chinese learning can be 
determined by using the three levels of students’ engagement (behaviourally engaged, 
emotionally engaged and cognitively engaged). The number of times participants 
upload videos or pictures and amount of time they spent practising Chinese was 
recorded as descriptive statistics. Based on students’ after-class engagement on 
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Seesaw, the teacher-researcher also paid attention to students’ classroom performance 
to see whether after-class engagement affected classroom engagement. Second, these 
audio-visual materials are participants’ artefacts, which are the outcomes of their 
Chinese learning. By analysing these videos through three aspects (pronunciation, 
grammar and fluency), the level of their cognitive engagement can be seen.  
3.5 Data Analysis 
Ezzy (2003) suggested that in most qualitative research, data analysis should begin 
during data collection. Merriam and Tisdell (2015, p. 195) held the same opinion, 
stating that ‘the much-preferred way to analyse data in a qualitative study is to do it 
simultaneously with data collection’, and highlighted that the timing of analysis and 
the combination of analysis with other tasks is what makes qualitative research 
different from other traditional empirical research. However, it does not mean that the 
analysis is completed if data collection has been finished. Conversely, ‘analysis 
becomes more intensive as the study progresses and once all the data are in’ (Merriam 
& Tisdell, 2015, p. 195). According to the authors, at the beginning of a qualitative 
study the researcher is aware of the exiting problem clearly and a goal-directed 
sample for data collection has been selected to solve the problem. However, the 
researcher does not have ideas about what to discover, what or who to focus on, or 
how the ultimate analysis looks like. Without continuous analysis, the data may be 
repetitive (Merriam & Tisdell, 2015) in a large amount of data that demand for 
processing. The data analysed at the time of collection is both concise and inspiring, 
making it important to conduct data collection and analysis simultaneously.  
Data analysis can be conducted by the researcher alone or with the assistance of other 
researchers or data analysts. However, according to Creswell (2012), generally, 
descriptive statistics would be sufficient for analysing action research data; thus, the 
teacher-researcher analysed the qualitative data collected in this study alone.  
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Data analysis is a key stage in the process of conducting an action research. Flick 
(2014, p. 5) declared the process of data analysis as ‘the classification and 
interpretation of linguistic (or visual) material to make statements about implicit and 
explicit dimensions and structures of meaning-making in the material and what is 
represented in it’. This stage can be the most challenging and rewarding among all the 
steps, since the researcher is about to discover the answers to the research questions 
(Efron & Ravid, 2013). The data analysis process follows four steps: 
1) preparation for analysis 
2) analysis of the data 
3) synthesis and interpretation of the data 
4) presentation of data analysis and interpretation (Efron & Ravid, 2013, 
p. 167). 
More specifically, Cresswell (2012, p. 236) divides the process of data analysis into 
six steps: ‘preparing and organizing the data, exploring and coding the database, 
describing findings and forming themes, representing and reporting findings, 
interpreting the meaning of findings, and validating the accuracy of the findings’.  
In this study, the teacher-researcher followed Creswell’s steps to analyse data. The 
sixth step will be presented in research principles since it is related to validity and 
reliability.  
3.5.1 Preparing and organising for analysis 
The first step for analysing data is transforming data into readable text. In this step, 
the videos, audio files, observation notes and interviews need to be transcribed into 
readable text, while the visual images, photos and documents need to be transformed 
into digital copies (Efron & Ravid, 2013). Second, the data needs to be classified in 
different files according to the method of collection (Efron & Ravid, 2013; Merriam 
& Tisdell, 2015). For instance, the teacher-researcher created three files: one for all 
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the observations, one for all the interviews and one for all the documents. Another 
helpful step in the preparation of data is to immerse the researcher in the data after 
reading and viewing the data repeatedly. As a result, the researcher can be more 
familiar with the collected data and have a general command of the information 
gathered in the data collection period (Efron & Ravid, 2013). 
The data collected in this study were analysed manually as the database was not very 
large (e.g., fewer than 500 pages of transcripts or fieldnotes) and the researcher had 
the time to commit to it (Creswell, 2012). 
3.5.2 Exploring and coding the data 
Exploring the data was the first stage in the process of data analysis. According to 
Creswell (2012), preliminary exploratory analysis in qualitative research contains the 
following steps: exploring the data to gain a general understanding of the data, writing 
down ideas, thinking about the organisation of the data, and rethinking whether more 
data is needed in the study. After exploring the data, the researcher needed to code the 
data. Saldaña (2013, p. 3) defined code as ‘a word or short phrase that symbolically 
assigns a summative, salient, essence-capturing, and/or evocative attribute for a 
portion of language-based or visual data’. Creswell (2012) explained coding as a 
process to segment the text or image data into sections, label the sections with codes, 
decrease overlap and plethora of codes and split codes into a few themes. In this 
process, according to the correlation with the themes, the researcher will decide what 
kind of data to use and what kind of data to disregard. Figure 3.5 provides an 
overview of the whole procedure of data coding.  
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Figure 3.3: Overview of data coding procedure (Creswell, 2012, p. 244) 
Since the researcher had just started analysing the data, they could ‘be as expansive as 
you want in identifying any segment of data that might be useful’, because at this 
point the researcher was open to any possibility, which is why this form of coding is 
usually referred to as open coding (Merriam & Tisdell, 2015, p. 204). Open coding 
allows the researcher to capture any data by using a word or phrase that seemed to 
respond to the research questions. The exact word or phrase used by the interviewees 
is most probably repeated by the researcher in open coding. Sometimes a term or 
concept might be used by the researcher to capture respondents’ answers in exact 
words or phrases. Constructing categories or themes that capture repetitive patterns 
across data is a challenge during data analysis and the researcher should know clearly 
that ‘categories are abstractions derived from the data, not the data themselves’ 
(Merriam & Tisdell, 2015, p. 207).  
Figure 3.3 indicates that data analysis is inductive: the researcher looks at a great 
amount of data and then defines some tentative categories from these data. While 
collecting and analysing ongoing data, the researcher started to check whether the 
previous categories still hold up for the subsequent data analysis. As the researcher 
conducted further data collection and analysis, some categories were substantial while 
others were not. When moving towards the final stages of the research, the researcher 
worked in a deductive posture, as the researcher was looking for more evidence to 
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support the final categories. When a certain saturation was reached—meaning nothing 
new occurs—the researcher was in deductive mode (Merriam & Tisdell, 2015). 
3.5.3 Describing findings and forming themes 
The collected data need to be analysed to answer the research questions in a 
qualitative research study (Creswell, 2012). Due to the categories or findings being 
respondent to the research questions, the names of these categories are consistent with 
the direction of the research (Merriam & Tisdell, 2015). According to Merriam and 
Tisdell (2015), there are three main sources from which categories or themes or 
findings derive: the first source is the researcher, the second is participants’ exact 
words and the third is outside the research, usually in the literature related to the 
research topic. Among these sources for categories/themes/findings, the first source 
was the most common. To describe and form themes from the collected data, the main 
research questions need to be answered and a deep understanding of the central 
phenomenon needs to be developed. While not every qualitative research consists of 
both description and themes, all studies will involve themes (Creswell, 2012). In this 
study, the teacher-researcher uses themes to analyse the data.  
Themes are collections of similar codes used to shape the main opinion in the 
database, which form a central component in data analysis of a qualitative research. 
Generally speaking, themes consisted of two to four words. As illustrated in Figure 
3.3, the codes were decreased to five to seven principal themes in the final step of the 
coding process. Creswell (2012, pp. 248–249) classifies themes into several types:  
• Ordinary themes: themes that a researcher might expect to find.  
• Unexpected themes: themes that are surprises and not expected to surface 
during a study. 
• Hard-to-classify themes: themes that contain ideas that do not easily fit into 
one theme or overlap with several themes. 
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• Major and minor themes: themes that represent the major ideas and the minor, 
secondary ideas in a database. 
According to Merriam and Tisdell (2015, p. 213), the categories/themes/findings need 
to reach certain standards and they must be: 
• ‘responsive to (that is, answer) the research question(s)’ 
• ‘exhaustive (enough categories to encompass all relevant data)’ 
• ‘mutually exclusive (a relevant unit of data can be placed in only one 
category)’ 
• ‘as sensitive to the data as possible’ 
• ‘conceptually congruent (all categories are at the same level of abstraction)’. 
3.5.4 Representing and reporting findings 
Qualitative findings usually are represented in a visually way, such as developing a 
comparison table, forming a hierarchical tree graph, presenting figures or drafting a 
map to picture a physical design of setting. (Creswell, 2012). In this study, a relational 
graph was developed to indicate the interaction between students’ classroom 
engagement and their after-class engagement, in which the influences of both 
classroom engagement and after-class engagement were included. 
As Creswell (2012) stated, a narrative discussion is considered a major approach to 
report findings in qualitative research. It is defined by Creswell (2012, p. 254) as ‘a 
written passage in qualitative study in which authors summarize, in detail, the 
findings from their data analysis’. There are diverse forms of narrative discussion, 
including a chronology, a theme, or changes that the participants experience (Creswell, 
2012). Merriam and Tisdell (2015, p. 215) stated different levels of data analysis: ‘at 
the most basic level, data are organized chronologically or sometimes topically and 
presented in a narrative that is largely, if not wholly, descriptive’. It requires the 
findings to be more theoretical, which means transforming from a detailed description 
to a more abstract level (Merriam & Tisdell, 2015). In this study, the focus was a 
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narrative discussion about what kind of learning materials were able to engage 
students in after-class Chinese learning. 
3.5.5 Interpreting the meaning of findings 
In qualitative research, interpretation means that ‘the researcher steps back and forms 
some larger meaning about the phenomenon based on personal views, comparisons 
with past studies, or both’ (Creswell, 2012, p. 257). The findings should make sense 
after interpreting.  
To interpret the findings in this study, first, the researcher summarised the major 
findings, stated each single research question again and offered answers to each 
question. Second, the researcher delivered personal reflections, which were 
considered an impartible section of interpretation. In this study, the teacher-researcher 
was immersed in the research site and interacted personally at great length with 
participants (Creswell, 2012). As such, the teacher-researcher was able to reflect on 
the broader meaning of the collected data (Creswell, 2012).  
3.6 Research Principles 
This study complies with the three principles of ethical consideration, triangulation, 
and validity and reliability throughout the whole research process to make it more 
reliable. 
3.6.1 Ethical consideration 
All research is required to provide well-founded and trustworthy knowledge in an 
ethical way (Merriam & Tisdell, 2015; Miller et al., 2012). In social research, ethical 
consideration refers to the ethical review, selection and accountability of researchers 
throughout the research process. The general concern about social research ethics has 
increased rapidly (Miller et al., 2012). Although a comprehensive guide to ethical 
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research conduct was developed in the late 1940s, it has only been the focus of ethical 
issues specific to qualitative research in recent decades (Merriam & Tisdell, 2015). 
Importance should be attached to ethical consideration in all steps of the research 
process. Specifically, ethical issues are closer to the steps of data collection and data 
reporting. Before data collection, the teacher-researcher needs to receive formal 
approval from the Human Research Ethics Committee (HREC) and the State 
Education Research Approval Process (SERAP) (see Appendix A and Appendix B). 
While collecting data, it is significant to respect the site where the study is conducted 
(Creswell, 2012). It is also recognised that as a key characteristic of action research, 
close cooperation with participants could result in ethical issues (Creswell, 2012). For 
instance, the participants’ videos and audio were recorded during the observation and 
interviews, so the teacher-researcher obtained permission from the participants (in this 
case, students at Wonderful Primary School), their teachers and their parents before 
collecting data. The teacher-researcher needed to find a balance in the close 
relationship with the participants while respecting their own willingness and privacy. 
The school was called as ‘Wonderful Primary School’ and the six participants were 
named as ‘Xiao Yi’, ‘Xiao Er’, ‘Xiao San’, ‘Xiao Si’, ‘Xiao Wu’ and ‘Xiao Liu’ 
instead of their real names to protect their privacy. The teacher-researcher informed 
the participants that they were taking part in an educational research and told them the 
purpose of this research. Additionally, the teacher-researcher viewed herself as a guest 
during the process of research and tried to interfere as little as possible with the school 
while conducting this educational research. In terms of data reporting, the 
teacher-researcher assures the data is original without any adjustments or changes to 
cater to the expectations and to ensure it is reported honestly.  
3.6.2 Validity and reliability 
To have an impact on practice or theory in an area, research must be rigorous; that is, 
it needs to offer true insights and summaries to readers, practitioners and other 
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researchers. Therefore, it is the nature of application in most social science inquiry 
that makes researchers and others feel confident in the process of conducting the 
research and the outcomes of any special research (Merriam & Tisdell, 2015). 
Firestone (1978, p. 19) explored how to convince consumers of the validity and 
reliability of qualitative research: qualitative research offers the reader with a 
sufficiently detailed description to show that the conclusion of the research ‘makes 
sense’. 
The purpose of qualitative research is not generating definitive outcomes. It should be 
a ‘personal process that allows subjective and tentative interpretation’ (Efron & Ravid, 
2013, p. 182) during data analysis. However, it does not indicate that the findings of 
qualitative research are not reliable or valid. Indeed, Efron and Ravid believe the 
researchers need to ensure that when they are collecting and analysing data, the 
findings and interpretations are precise. As Creswell (2012, p. 259) contends, 
‘validating findings means that the researcher determines the accuracy or credibility 
of the finding through strategies.’ Specifically, triangulation, member checking, and 
auditing are three major forms listed by Creswell (2012) that can be applied in 
qualitative research. In this study, the teacher-researcher used triangulation to 
guarantee the validity and reliability of the research findings.  
3.6.3 Research triangulation 
To improve the accuracy of the study, qualitative researchers triangulate among 
diverse data sources. Creswell (2012, p. 259) defines triangulation as a ‘process of 
corroborating evidence from different individuals (e.g., a principal and a student), 
types of data (e.g., observational field notes and interviews), or methods of data 
collection (e.g., documents and interviews) in descriptions and themes in qualitative 
research’. In this study, the data is derived from three parties: nine participating 
students from the selected class, the classroom teacher of this class, and the 
teacher-researcher herself. Four types of data are included in the data collection: 
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observational field notes, interviews, students’ achievements and teacher’s journals. 
Observations are conducted to triangulate emerging results; that is, they are used in 
connection with interviews and document analysis to confirm the results (Merriam & 
Tisdell, 2015). As stated in Section 3.4, observations, interviews, surveys and 
documents are the major methods of data collection used in the study. Together these 
aim to ensure the accurateness of the research as the data derive from different 




Chapter 4: Action Research Cycle 1 
This chapter analyses the use of Seesaw for Chinese learning outside the classroom. 
Nine students in Class 5C and their parents gave consent to participate in this action 
research, so these students became the participants whose engagement and opinions 
were recorded and analysed. As noted in Chapter 3, the participants were identified as 
‘Xiao Yi’, ‘Xiao Er’, ‘Xiao San’, ‘Xiao Si’, ‘Xiao Wu’, ‘Xiao Liu’, ‘Xiao Qi’, ‘Xiao 
Ba’ and ‘Xiao Jiu’ instead of their real name to ensure the confidentiality of their 
information. After each Chinese lesson, relevant materials and some extra knowledge 
were posted on Seesaw by the teacher-researcher for Year 5 students’ self-learning and 
stimulation. The materials were posted in different forms: picture, audio, or video. 
According to the participants’ responses to these materials, a general conclusion could 
be made about the kind of content and forms of learning materials that engage 
students in learning Chinese after class. Moreover, their after-class engagement in 
Chinese was investigated in conjunction with their classroom engagement to discover 
how after-class engagement influences classroom engagement.  
To measure students’ engagement, the teacher-researcher observed actions that 
demonstrated behavioural engagement, emotional engagement and cognitive 
engagement. Behavioural engagement was shown when the student’s actions 
indicated they were involved in learning Chinese activities. For example, if a student 
put their hand up to answer a question during a Chinese lesson, it meant they were 
behaviourally engaged. In terms of the engagement on Seesaw, the students were 
asked to click the ‘like’ button underneath the material that was uploaded by the 
teacher-researcher on Seesaw to show they had reviewed the material. Once the 
teacher-researcher checked the list of people who ‘liked’ the material on Seesaw, she 
knew who had seen or listened to the material and which were the students who were 
behaviourally engaged with the material.  
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An emotional engagement was when students showed positive attitudes and feelings 
during their involvement in activities, including a smiling face, an interested look or 
laughter. On Seesaw, if the students left some comments to express their feelings, 
such as ‘like’ or ‘love’, or described the material as ‘interesting’ or ‘fun’, this 
demonstrated that they were emotionally engaged in the posted material. In terms of 
the cognitive level, there were two common signs demonstrating the students were 
cognitively engaged: first, if the student answered the questions correctly, that meant 
they knew this information well; and second, if the students asked further questions, 
that meant they were truly thinking and eager to learn more about Chinese.  
The four sets of data collected throughout the first cycle are presented in this chapter. 
The data were collected in Class 5C at Wonderful Public School, with the assistance 
of the classroom teacher. These data include a pre-survey completed by the students at 
the beginning of Cycle 1; observation notes about students’ engagement taken by the 
classroom teacher in class and by the teacher-researcher on the students’ use of 
Seesaw; the teacher-researcher’s reflective journal, written after every Chinese lesson; 
a focus group interview with the students; and a one-on-one interview with the 
classroom teacher. The first cycle began in the third week of Term 4 and ended when 
the interviews were completed after three weeks of observations. The research method 
used in Cycle 1 is presented in Table 4.1. 
Table 4.1: Research method in Cycle 1 
Time Research methods 
Week 1 of Cycle 1 
(30 October–5 November) 
Pre-survey; observation on Seesaw 
Week 2 of Cycle 1 
(6 November–12 November) 
Observation in the classroom; reflective journal; 
observation on Seesaw 
Week 3 of Cycle 1 
(13 November–19 November) 
Observation in the classroom; reflective journal; 
observation on Seesaw 
20 November 2018 Focus group interview; one-on-one interview 
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4.1 Pre-survey 
The collection of data through the pre-survey was completed at the beginning of the 
first Chinese lesson in Cycle 1. The survey contained seven multiple-choice questions, 
where the answers to each question provided the teacher-researcher with some basic 
background of participants’ current Seesaw use, Chinese learning after school and 
attitudes towards Chinese. 
Question 1 
 
How many days per week do you check or use Seesaw after class? 
(A) 0–1 day  (B) 2–3 days  (C) 4–5 days  (D) 6–7 days 
 
 
Figure 4.1: Result of Question 1 in the pre-survey 
 
The answers to this question showed students’ frequency of using Seesaw every week. 
As presented in Figure 4.1, among nine participants, none chose 0–1; three selected 
using Seesaw 2–3 days a week; four selected using Seesaw 4–5 days per week; and 
the remaining three used Seesaw almost every day. According to this data, the 
participants should be familiar with Seesaw as everyone used it every week; thus, 
technology and the internet should not be an obstruction in conducting this study.  
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Question 2 How much time do you currently spend practising Chinese after 
class ever day? 
(A) 0 min  (B) 1–5 mins  (C) 6–10 mins  (D) >10 mins 
 
 
Figure 4.2: Result of Question 2 in the pre-survey 
 
According to the results from the second question (see Figure 4.2), three students did 
not spend any time on Chinese learning after school and six spent 1–5 minutes 
practising Chinese at home. None of the students chose 6–10 minutes or more than 10 
minutes. This question revealed students’ situation with Chinese learning after school 
prior to implementation of the Seesaw project.   
Question 3 In the future, how much time would you be willing to spend 
practising Chinese after class every day? 
(A) 0 min  (B) 1–5 mins  (C) 6–10 mins  (D) >10 mins 
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Figure 4.3: Result of Question 3 in the pre-survey 
 
Answers to the third question demonstrated participants’ present willingness to learn 
Chinese after class (see Figure 4.3). According to the results, one participant was not 
willing to spend any time on Chinese after school; two students wanted to spend no 
more than 5 minutes on Chinese at home every day; four would spend 6–10 minutes; 
and the remaining two students were willing to spend more than 10 minutes a day 
practising Chinese after class. Figure 4.4 compares the responses from Questions 2 
and 3, which shows that some students would like to spend more time on Chinese. 
 
Figure 4.4: Comparison of result of Question 2 and Question 3 
 
Figure 4.4 demonstrates that the number of students who were not willing to learn 
Chinese after school in the future reduced, while the number of students who wanted 
to spend more time (6–10 minutes or more than 10 minutes) on Chinese outside the 
classroom increased. Thus, all except one of the participants showed their willingness 
to participate in after-class Chinese learning, which meant most students stayed 
positive during the Seesaw project. 
Question 4 To what extent do you think practising Chinese after class helps a 
student’s Chinese learning? 
(A) It is not helpful at all. 
(B) It could be helpful. 
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(C) It is definitely helpful. 
 
 
Figure 4.5: Result of Question 4 in the pre-survey 
 
The results of Question 4 displayed participants’ attitude towards after-class learning 
directly (see Figure 4.5). None of the students thought after-class practising would be 
no use. Four of the participants thought practising Chinese at home could help their 
Chinese learning and five students believed after-class practising would definitely 
help their Chinese learning. These responses indicate a good beginning for this action 
research as every participant admitted the possible use of after-class practising and 
showed a positive attitude towards it. 
 
Question 5 Which of the following options do you think can help your learning 
of Chinese after class? 
(A) Talking with other students/ people in Chinese. 
(B) Searching for Chinese materials online. 
(C) Listening to Chinese songs or watching Chinese series. 





Figure 4.6: Result of Question 5 in the pre-survey 
 
Question 5 was designed for the teacher-researcher to know a preferred and expected 
way for students to learn Chinese. Three students chose to talk with others in Chinese 
after class, which meant they thought oral practice was useful. Therefore, oral practice 
and interactions with the teacher-researcher, a native Chinese speaker, would be 
emphasised later on Seesaw. Another three students thought searching for Chinese 
materials online could help them learn Chinese. This further showed students’ comfort 
with using technology and the internet, which was significant in this research. 
Moreover, once they were interested in the content taught in the classroom or posted 
on Seesaw, they could search related knowledge as a supplement for self-learning. 
According to the survey results, none of the students thought listening to Chinese 
songs and watching Chinese series would improve Chinese learning. As Chinese 
songs and video clips were materials the teacher-researcher planned to use both in the 
classroom and on Seesaw, students’ reactions to these materials would be observed to 
see whether adjustments needed to be made in the later stage of the study. 
Additionally, three participants suggested other ways to improve Chinese learning, 
two of which related to books about Chinese. Xiao Yi suggested ‘reading a book on 
how to speak Chinese’ and Xiao Liu thought ‘books that are written in English and 
Chinese’ could be helpful. Finally, Xiao Ba suggested she would ask two of her 
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friends who had Chinese language backgrounds. Notably, the students who gave their 
own options were thinking carefully while doing this survey. Instead of circling an 
existing option, they provided practical, considered recommendations, which meant 
they took the survey seriously. After collecting the survey, these participants were 
informed that they could also turn to the teacher-researcher for help as she is a 
Chinese native speaker and a useful resource that could be accessed both at school 
and at home (via Seesaw). 
Question 6 Which of the following options are you expecting to learn by using 
Seesaw after class? 
(A) I want to learn new words. 
(B) I want to improve my pronunciation. 
(C) I want to learn some characters. 
(D) I want to learn more about Chinese culture. 




Figure 4.7: Result of Question 6 in the pre-survey 
 
Question 6 was designed to determine participants’ preferred content to learn or 
improve on via Seesaw (see Figure 4.7). Six participants wanted to learn new words 
on Seesaw while the remaining participants were expecting to learn more about 
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Chinese culture. As a result, some new words and Chinese cultural content were 
posted by the teacher-researcher on Seesaw as expected by the students. None of the 
students expected to improve Chinese pronunciation or learn Chinese characters. This 
may be because the accurate pronunciation and complicated characters had not 
attracted their attention. However, pronunciation is basic in learning Chinese, so this 
was stressed both in Chinese lessons at school and on Seesaw. In terms of the 
characters, some special writing materials were used in later lesson when the 
teacher-researcher was teaching students how to write them; meanwhile, some 
meaningful stories were told to explain the meaning of the characters as a way of 
generating interest in them. For example, the character ‘饿  (hungry)’ can be 
understood by splitting it into two parts: the left part ‘饣’ and the right part ‘我’. ‘饣’ 
stands for food in Chinese, and ‘我’ means ‘I’, so the character ‘饿’ can be explained 
as ‘I need food or I eat food’ because I am ‘hungry’.  
 
Question 7 For what kind of reason will you practise Chinese on Seesaw 
after-class? 
(A) Because I want to leave a deep impression on teachers 
(B) Because I want to show everybody else that I can learn Chinese 
well.  
(C) Because I am interested in learning Chinese and I like learning 
it. 
(D) Because Chinese is important and I want to learn it better. 





Figure 4.8: Result of Question 7 in the pre-survey 
 
The results of Question 7 indicated students’ purposes for using Seesaw to practise 
Chinese after school. One student wanted to leave a deep impression on teachers, and 
another wanted to show other people that she could learn it well. For these two 
students, their purposes were not directly related to the language itself, as they paid 
more attention to others’ opinions. Encouragement from teachers and classmates was 
likely to motivate them in Chinese learning. Two participants wanted to use Seesaw to 
practise Chinese at home because they were interested in it, and another three students 
indicated the importance of Chinese language. The remaining two students provided 
their own reasons: Xiao Si said, ‘so I can learn a new language and get better at it’, 
and Xiao Wu explained, ‘because we should learn another country’s language to be 
able to speak fluently to each other and understand each other’. Thus, most of the 
students were driven by the importance of the language and their own interest, which 
could be a lasting motivation to drive their Chinese learning. Moreover, students’ 
interest in Chinese language learning indicates the success of the Australian language 
policy (Australian Language and Literacy Policy, 1991; Making Multicultural 
Australia, 1987; Ministerial Council on Education, Employment, Training and Youth 
Affairs, 2008). 
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It was necessary to conduct the pre-survey at the beginning of action research as it 
provided a significant amount of participant information, including current learning 
status, willingness and attitudes towards after-class learning, preferred learning forms 
and contents, and learning purposes. Overall, the participants had a positive attitude 
and were supportive of this research from the outset. Further, these results guided the 
next stage of the study, which sought to determine what to teach and how to teach it. 
4.2 Materials Posted on Seesaw for Chinese Learning After Class 
Different content (teaching content in classroom/extra information) in different forms 
(picture/audio/video) was uploaded on Seesaw by the teacher-researcher after the first 
week of Cycle 1. Students’ reactions to these different materials were recorded and 
analysed together with the results of the pre-survey and interviews in response to the 
research question, What kind of content and forms can engage students in Chinese 
learning after class? The teacher-researcher could see when students checked the 
materials on Seesaw through the ‘like’ function on the application. As with other 
social media applications, students were asked to click on the heart-shaped ‘like’ 
button and leave any questions or comments in the comment area under the material 
posted by the teacher-researcher. A weekly cycle began on Tuesday and ended the 
following Monday night, before the next Tuesday when students had a new Chinese 
lesson. This meant students had a full seven days to check the supplementary learning 
materials and view these items as many times as they needed. If students did not use 
the materials in this week, they could still access all previous content as it was 
retained on Seesaw. 
4.2.1 Pictures posted on Seesaw 
Pictures posted on Seesaw for the first week in Cycle 1 belonged to teaching content 
and could be a preview for a new lesson. The pictures contained some small 
illustrations, phrases and a sentence in Chinese Pinyin and characters, as well as the 
English meaning. The Chinese sentences under the pictures were the lyrics of a 
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Chinese song that was taught in the next Chinese lesson. The illustrations presented 
the general meaning of the topic ‘hungry’, and the meanings of each word were 
marked separately so students could know both the meanings of individual words and 
the whole sentence (see Figures 4.9 and 4.10). 
 
Figure 4.9: Picture 1 for Week 1 of Cycle 1 
 
 
Figure 4.10: Picture 2 for Week 1 of Cycle 1 
 
According to the observation of the first week on Seesaw, none of the students were 
engaged in these pictures on any level, as no students clicked the ‘like’ button, left a 
comment or asked further questions.  
In the next week, the teacher-researcher posted another picture on Seesaw. The picture 
mainly contained a sentence pattern demonstrating the grammar structure of ‘Hǎo + 
adjective, hǎo + adjective, hǎo + adjective, wǒ zhēnde hǎo+ adjective’, which is an 
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emphasis sentence meaning, ‘Very hungry, very hungry, very hungry, I am really 
(very) hungry’ (see Figure 4.11). At the bottom of the picture two adjectives were 
provided as examples so students could practise how to use the sentence pattern. Once 
the students had a good command of this grammar structure, they could make many 
new sentences with new adjectives and then use these sentences in their daily life.  
 
Figure 4.11: Picture for Week 2 of Cycle 1 
 
According to the observation notes, Xiao Qi was the only student to use the picture to 
practise Chinese at home during this week. As she just clicked the ‘like’ button, no 
other levels of engagement could be noticed apart from behavioural engagement. This 
seemed a little better than the first week, since at least one person checked the picture 
for Chinese practice.  
In the following week, the teacher-researcher taught the students how to write the 
Chinese character ‘饿 (hungry)’ during the Chinese lesson: 
Though it contained many strokes and seemed to be very complicated 
for beginning learners, the students showed their patience and interest 
in writing it (Teacher-researcher’s reflective journal, Week 3).  
Therefore, the teacher-researcher prepared a paper worksheet on another character, 
‘好 (good/ very)’ and posted it on Seesaw as the picture material for this week (see 
Figure 4.12). The worksheet indicated important information about the character ‘好’. 
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It showed the most used meaning of the character, the two components to form it, the 
changes in writing over time and the order of strokes to write it. The instructions at 
the bottom of the picture directed students to follow the stroke order to practise the 
handwriting in the blank table provided. 
 
Figure 4.12: Picture for Week 3 of Cycle 1 
 
The paper worksheet was also printed out by the teacher-researcher and handed out to 
each student so they could practise writing the character in paper, take a picture of 
their own completed worksheet and post it on Seesaw. Two students clicked the ‘like’ 
button, which illustrated that they had checked the material (behaviourally engaged). 
No comments or further questions were left, which meant they were not emotionally 
or cognitively engaged by the picture. Further, although these two students ‘liked’ the 
material, neither posted their handwriting work. Notably, this result does not 
correspond with the participants’ own suggestions for improving Chinese learning on 
Seesaw. Participants suggested that the teacher-researcher should print the worksheet 
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so that they could take it home and finish it after class (Focus group interview, 
Question 6, 20 November 2018).    
What the teacher-researcher prepared for the third week on Seesaw directly 
corresponded to students’ own suggestion: an e-copy of the worksheet for them on 
Seesaw as well as the same worksheet printed on paper for them to take home and 
practise writing Chinese characters. However, no one completed the worksheet or 
posted their work on Seesaw as expected. This revealed that the actions of students 
were not always consistent with their words. It was also a practical problem 
encountered by the teacher-researcher during this study. Therefore, the triangulation 
of data sources was necessary. The participating students were not the sole source; the 
teacher-researcher and the classroom teacher were also reliable data sources in this 
research. 
In summary, the pictures did not seem to be very engaging for the participants 
throughout the three weeks of Cycle 1. According to the observation on Seesaw, the 
number of students who checked and used the picture(s) each week was 0, 1 and 2. 
Moreover, only behavioural engagement with these pictures was observed on Seesaw. 
No comments or feedback were left underneath the pictures to indicate emotional or 
cognitive engagement.  
4.2.2 Audio materials posted on Seesaw 
Audio media was another form of materials posted on Seesaw by the 
teacher-researcher. The main content of audio for the first week of Cycle 1 was the 
same as the pictures posted on Seesaw but transcribed into material the student could 
listen to:  
The sentence that we need to learn is ‘Hǎo è, hǎo è, hǎo è, wǒ zhēnde 
hǎo è’, which is used to emphasise that you are very hungry. ‘Hǎo è, 
hǎo è, hǎo è, wǒ zhēnde hǎo è’, ‘hǎo’ is used as an adverb in the 
sentence, which means ‘very’. ‘è’ means ‘hungry’, so ‘very hungry’ in 
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Chinese is ‘hǎo è’. Could you repeat after me? Hǎo è (pause) ‘Wǒ’ 
means ‘I’ in English, and you should all know it. ‘zhēnde’ is also an 
adverb, which means ‘really’. Please say after me, zhēnde. (pause) So 
the sentence ‘Wǒ zhēnde hǎo è’ means ‘I am really very hungry.’. You 
may find it strange to use the two adverbs ‘really’ and ‘very’ together 
to modify the same adjective ‘hungry’, however, it is correct in 
Chinese grammar for emphasising. Now, please say after me, wǒ 
zhēnde hǎo è. (pause) Say the sentence together with the first part, Hǎo 
è, hǎo è, hǎo è, wǒ zhēnde hǎo è. (Audio material, Week 1) 
 
The audio transcribed the content into listenable material so the students could listen 
to it and then practise, imitate and correct their pronunciation. According to the 
observation on Seesaw, Xiao Ba was the only participant who clicked the ‘like’ button 
under the audio material, which showed her behavioural engagement. Notably, Xiao 
Ba was the only student who chose to spend 0 minutes on Chinese after class 
according to the pre-survey, even though she thought practising Chinese on Seesaw 
after school ‘could be helpful’ for Chinese learning. However, there were no other 
signs that she was emotionally or cognitively engaged.   
In the next Chinese lesson, the teacher-researcher played the audio to the whole class 
and asked for their feedback on it. ‘It is good because it is not very long’, one student 
said and another thought, ‘It sounds very clear’. The remaining students nodded their 
heads when another student said, ‘It can help improve the pronunciation’ 
(Teacher-researcher’s reflective journal, Week 2). Due to the positive responses, the 
teacher-researcher prepared the same kind of audio material for Week 2: 
You learned a full Chinese sentence ‘Hǎo è, hǎo è, hǎo è, wǒ zhēnde 
hǎo è’. If we summarise the grammar structure of the sentence, we can 
obtain a sentence pattern through it. That is ‘hǎo + an adjective, hǎo + 
the adjective, hǎo + the adjective, wǒ zhēnde hǎo + the adjective.’ The 
sentence is used to emphasise your characteristics or condition. For 
example, if you are very thirsty, the adjective for ‘thirsty’ is ‘kě’ 
(pause). Please say after me, ‘kě’ (pause). ‘Very thirsty’ in Chinese is 
‘hǎo kě’ (pause). Please say it again, ‘hǎo kě’ (pause). Inserting the 
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adjective into the second half of the sentence, it should be ‘wǒ zhēnde 
hǎo kě’ which means I am really/ very thirsty. Once you have a good 
command of the sentence pattern, you can make many other new 
sentences by replacing the adjective words. What kind of adjective 
words do you want to learn? Leave your answers underneath this audio 
and I will reply to you promptly. (Audio material, Week 2). 
 
Unlike the first audio piece, this one sought to inspire the students to ask about some 
extra knowledge spontaneously. According to the observation notes, some changes 
occurred this week. Xiao Er clicked the ‘like’ button and left a message as well: ‘It is 
cool (laughter). What is the word for “slow” in Chinese? I want to know it’. The 
positive adjective ‘cool’ and the laughter showed that she was emotionally engaged, 
while asking a question for extra knowledge indicated that she was cognitively 
engaged. This was the first time a student was engaged in all three aspects—behaviour, 
emotion and cognition—on Seesaw. After the teacher-researcher replied to her that 
‘slow’ in Chinese is ‘màn’, Xiao Er replied, ‘Thank you, Miss.’ Thus, a two-way 
connection was established: the student was informed by the teacher-researcher 
through the audio, and the student thought by herself and gave feedback to the 
teacher-researcher. One of the goals of the Seesaw project was to establish an efficient 
double-sided connection between the teacher and the students outside the classroom 
to make up the time limitation in the classroom.  
Another noted change was that a student checked two different audio materials in one 
week. Xiao Qi both listened to the new audio posted in this week and checked the 
previous week’s posted audio. According to the informal conversation with Xiao Qi 
the following week, there was something wrong with the internet at her home in Week 
1, so she could not check the materials on Seesaw. Once she accessed Seesaw, she 
checked the previous materials. This showed the advantage of using Seesaw: the 
materials are always there, so students can check back and use these materials 
anywhere, anytime if the internet is available. To address the internet problem, I 
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clearly reiterated with the students in the classroom that if they could not log onto 
Seesaw at home, they could access Seesaw at school, as the tablets and internet were 
available there. Generally, students’ performance on Seesaw seemed a little better than 
the first week.  
In Week 3, the teacher-researcher did not post audio material on Seesaw. Xiao Wu 
clicked the ‘like’ button underneath the audio posted in the previous week (audio 
material of extra knowledge), which showed she was behaviourally engaged. 
Moreover, she left a voice message saying, ‘Love doing this. It’s fun.’ The emotional 
words ‘love’ and ‘fun’ indicated that she was emotionally engaged. This instance 
again presented the merit of using Seesaw for Chinese learning outside the classroom: 
learning Chinese would not be obstructed by time and space, as the students could 
access the materials when they were able.  
Through the three-week observation on participants’ reactions to the audio materials, 
it was found that compared to the pictures, audio seemed to be more engaging for the 
students. Some participants showed not only behavioural engagement in the audio 
materials but also emotional and cognitive engagement. Further, some students were 
willing to listen to previously posted audio material if they did not check it in the first 
place, which did not happen with the picture materials. 
4.2.3 Videos posted on Seesaw 
There were two videos posted on Seesaw during Cycle 1. The first video was about a 
Chinese song titled Luò tiāntyī Tóushí Gē, which was downloaded from YouTube 
(https://www.youtube.com/watch?v=42kJ02w0eJs). The song was simplified by the 
teacher-researcher as ‘the hungry song’ so students could understand and remember it 
more easily. The melody of this song is brisk, and the lyrics are catchy. The students 
were taught the first half of the song, which contained a repeated sentence: ‘Hǎo è, 
hǎo è, hǎo è, wǒ zhēnde hǎo è’. The repeated lyrics deepened students’ memory and 
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the brisk rhythm made it appealing to sing along with the music. According to the 
observation, Xiao Wu was the only student to engage with the video in the first week. 
She clicked the ‘like’ button, showing that she watched the video, and then left a 
voice message saying, ‘Hǎo ò, hǎo ò, hǎo ò, wǒ zhēnde hǎo ò’ under the video. It was 
the first time a student practised oral Chinese on Seesaw. The teacher-researcher 
encouraged her to keep practising it and pointed out the error in her pronunciation of 
the word ‘è’ in a prompt reply. The same day, Xiao Wu sent another voice message 
saying the sentence correctly. The process of correcting herself indicated that she was 
engaged at the cognitive level. Moreover, she said, ‘it is interesting’ in her voice 
message, which demonstrated she was also emotionally engaged. However, others 
were not engaged. 
In the second week, the teacher-researcher did not upload a new video but encouraged 
the students to watch the previous video, as only one of the participants had done so 
in Week 1. Only one participant watched the video. Xiao Er clicked the ‘like’ button 
to show her behavioural engagement but did not leave any comments or questions 
under the video.  
In the third week, the teacher-researcher recorded a video about writing a Chinese 
character ‘好 (good/ very)’ and uploaded it on Seesaw. Due to students’ active 
performance in the classroom when the teacher-researcher was teaching the 
handwriting of character ‘饿’ using a Chinese traditional writing brush and ‘magic 
paper’, the teacher-researcher decided to teach the students another character with the 
same tools. It was observed on Seesaw that Xiao Wu clicked the ‘like’ button to show 
that she had watched the video, but again, no further reactions to the video were 
observed.   
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According to the observations, not many students were engaged with the videos on 
Seesaw. However, unlike the pictures, videos showed the potential to engage students, 
both emotionally and cognitively.  
4.2.4 Students’ overall engagement with different materials 
Students’ weekly reactions to different content and forms of materials were analysed 
separately in the above sections. In this section, a comparison is made to see which 
type of content and form of material uploaded on Seesaw can engage students in 
Chinese learning after class in Cycle 1. In addition to the observation recorded by the 
teacher-researcher, students’ responses in the focus group interview and the classroom 
teacher’s opinions in a one-on-one interview were utilised. Students’ overall 
engagement in different materials is presented in Table 4.2  









Picture of TC √   
Picture of EK √√   
Audio material of 
TC 
√√   
Audio material of 
EK 
√√√ √√ √ 
Video of TC √√ √ √ 
Video of EK √   
Note: Each ‘√’ stands for one student; TC = teaching content; EK = extra knowledge 
In terms of the form of materials, among three forms, the pictures seemed the least 
attractive to participants. This is because only a few students were behaviourally 
engaged and none were emotionally or cognitively engaged with the pictures on 
Seesaw. As there was no direct feedback or comments on these pictures, the 
teacher-researcher could not know students’ feelings and opinions in time. Notably, 
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pictures were the only form of material posted on Seesaw every week, since the 
classroom teacher suggested posting ‘bits and pieces’ of materials on Seesaw and 
pictures seemed the most time-saving form. However, when the students were asked 
which form of materials, they found attractive on Seesaw, no one considered ‘picture’ 
as an answer. According to the one-on-one interview with the classroom teacher at the 
end of Cycle 1, ‘the picture would be nothing’ (One-on-one interview, 20 November 
2018). Taking into consideration the opinions of the three sources (the 
teacher-researcher, the students and the classroom teacher), pictures were not 
subsequently used to engage students in Chinese learning on Seesaw.  
As presented in Table 4.10, audio material and videos could engage students better 
than pictures. The participants were not just behaviourally engaged but also 
emotionally and cognitively engaged in these forms. Some questions and comments 
were left by participants under the audio materials and the videos, so the 
teacher-researcher knew their attitudes towards the materials and was able to promptly 
reply. When the students were asked which form they preferred on Seesaw, some said 
audio and others said video. Actually, ‘video’ was the first word stated without 
hesitation. According to participants’ responses, ‘most people are very good at visual 
learning’ and they said, ‘watching videos should be able to do it’ (Focus group 
interview, 20 November 2018). The classroom teacher also thought audio and video 
were more engaging for the students:  
They like the short clip and the song. They seem to be engaged well 
with the videos … They also like the audio, because they can hear 
what/how they are supposed to pronounce it and the tones and things 
like that ... and the accent on the sound (One-on-one interview, 20 
November 2018).  
This accorded with students’ opinions about audio materials mentioned previously: 
‘audio sounded clear and was helpful for pronunciation practice’ 
(Teacher-researcher’s reflective journal, Week 2). When the classroom teacher was 
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asked for advice on the following weeks, she suggested the teacher-researcher keep 
posting audio materials and videos on Seesaw. Therefore, the teacher-researcher 
continued to prepare these materials for Cycle 2, as suggested by both students and 
the teacher. 
In terms of the kind of content uploaded on Seesaw, the teacher-researcher did not 
find an obvious preference of students by reviewing Table 4.10. The 
teacher-researcher asked the participants their feelings on teaching content and extra 
knowledge posted on Seesaw in the focus group interview. They all agreed that both 
teaching content and extra knowledge should be uploaded by the teacher-researcher 
on Seesaw, as they thought, ‘It’s all good. It all helps you to learn.’ Additionally, some 
students thought, ‘it really depends’, because they believed different people might be 
interested in different kinds of content (Focus group interview, Week 4). When the 
teacher-researcher discussed students’ engagement on Seesaw with the classroom 
teacher, she said that she found the students were more interested in some extra 
knowledge, but they were more confident with the teaching content. She also 
suggested the teacher-researcher keep posting ‘extra bits and pieces’ and ‘getting them 
to practise what they’ve already done’ to ‘consolidate’ (One-on-one interview, 20 
November 2018). Both teaching content and extra knowledge were considered 
‘helpful’ by the students and the classroom teacher. As a result, both kinds of content 
were posted on Seesaw in Cycle 2.  
4.2.5 Influence of after-class engagement on classroom engagement 
To determine the influence of after-class engagement on students’ in-class 
performance, their engagement in the classroom was observed by both the 
teacher-researcher and the classroom teacher. Reflective journals of the 
teacher-researcher, observation notes and interview responses of the classroom teacher, 
and responses from the students focus group interview are analysed in this section.  
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Participating students were observed in three aspects of engagement (behaviour, 
emotion and cognition) during the Chinese lessons. After a week of being observed on 
Seesaw, students’ classroom observation notes were taken in Week 2 of Cycle 1 (see 
Table 4.3). 
Table 4.3: Classroom observation, 6 November 2018 
 
The names highlighted in Table 4.11 are the participants who used the materials 
uploaded by the teacher-researcher on Seesaw in Week 1. According to the records on 
Seesaw, Xiao Wu and Xiao Ba checked the materials. However, when the 
teacher-researcher asked whether there were other students who checked the materials 
on Seesaw, Xiao Er put her hand up and replied that she used the materials to learn 
Chinese by herself at home. This showed that depending only on the records left on 
Seesaw was not enough, since some students might forget to click the ‘like’ button or 
leave a message after checking the materials. Thus, a double-check seemed to be 
Lesson 2 in Cycle 1 Student engagement in classroom 
   Different levels 




Does this student raise a 
hand to answer questions? 
How many times? 2) The 
student is distracted or 
focused?  
(Behaviour) 
Does this student  
look happy, interested 
in or enjoying the 
lesson？ 
(Emotion) 
Does this student give the right 
answer? How many times?  
2) Does this student ask further 
questions? How many times? 
3) Does this student take notes? 
(Cognition) 
1 Xiao Yi  Focused √   √ 
2 Xiao Er 5 Focused √ √ 3  √ 
3 Xiao San 4 Focused  3  √ 
4 Xiao Si 3 Focused  2  √ 
5 Xiao Wu 5 Focused √√ 3  √ 
6 Xiao Liu       
7 Xiao Qi      √ 
8 Xiao Ba 2 Focused √ 1  √ 
9 Xiao Jiu 2 Focused  1  √ 
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necessary. Xiao Liu was absent from this lesson, so is not recorded in the table. Xiao 
Qi was also away for the first 20 minutes, but returned in the last ten minutes (which 
is why her observations are mostly blank): ‘Xiao Qi did well in note-taking after she 
was back because she tried hard to keep up the pace with others (Teacher-researcher’s 
reflective journal, Week 2). As recorded in the observation notes, most of the 
participants were engaged well in this Chinese lesson: according to the classroom 
teacher, everyone seemed ‘focused’ throughout the lesson and each participant in the 
classroom was taking notes. Other than Xiao Yi, who looked a little bit ‘tired’ that day, 
every participant tried to answer the question asked by the teacher-researcher and 
answered some of the questions correctly. Xiao Er and Xiao Wu were marked ‘√√’ in 
their emotional engagement by the classroom teacher, which demonstrated these two 
students’ strong interest and enjoyment in learning Chinese. The classroom teacher 
was very satisfied with the students’ performance in this lesson and told the 
teacher-researcher that, ‘It was a successful lesson. The students were very engaged, 
especially two girls, Xiao Er and Xiao Wu.’ The teacher-researcher left similar 
comments in the reflective journals of Week 2: 
The atmosphere during the Chinese lesson today was quite good. Many 
students were actively engaged and were eager to answer questions. 
The interesting thing was that the students who have checked the 
preview materials seemed to be more confident and showed more 
willingness to participate in the classroom activity. Especially, there 
were two girls (Xiao Er and Xiao Wu) who sat next to each other and 
were actively engaged almost the whole lesson. They encouraged each 
other to answer questions; always put their hands in the air to have a 
try in different activities; showed confidence and interest on their face. 
The good consequence was these positively engaged students can 
influence others and create a very nice learning atmosphere. Besides, 
apart from Xiao Er and Xiao Wu, Xiao San was also on fire today. 
Xiao Si, Xiao Ba and Xiao Jiu also gave positive responses. However, 
Xiao Yi looked tired today and did not put her hand up to answer any 
questions. Xiao Liu and Xiao Qi were away during the Chinese lesson 
so they were not observed. (Teacher-researcher’s reflective journal, 
Week 2) 
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It was agreed by the classroom teacher and the teacher-researcher that the students 
who had checked the materials on Seesaw in the previous week seemed to have more 
active performance in class. Although Xiao Ba was not as active as the other two girls 
who also used Seesaw to practise Chinese, she was making progress. She had been 
too shy to put up her hand to answer any questions in Chinese lessons before, but in 
this lesson, she answered questions twice and one of the answers was correct. Her 
smiling face before and after answering questions demonstrated that her confidence in 
learning Chinese was gradually building. 
After another week of observation on Seesaw, the classroom teacher took the second 
set of observation notes to record students’ classroom engagement in Week 3 (see 
Table 4.4). 
Table 4.4: Classroom observation, 13 November 2018 
Lesson 3 in Cycle 1 Student engagement in classroom 
   Different levels 




Does this student raise a 
hand to answer questions? 
How many times? 2) The 
student is distracted or 
focused?  
(Behaviour) 
Does this student  
look happy, 




Does this student give the right 
answer? How many times?  
2) Does this student ask further 
questions? How many times?  
3) Does this student take notes? 
(Cognition) 
1 Xiao Yi   √   √ 
2 Xiao Er 4 Focused √ 2  √ 
3 Xiao San 1 Focused  1 3 √ 
4 Xiao Si 1 Focused √  2 √ 
5 Xiao Wu 1 Focused √   √ 
6 Xiao Liu 1 Focused   2 √ 
7 Xiao Qi 3 Focused √ 1  √ 
8 Xiao Ba 1 Focused √  2 √ 
9 Xiao Jiu 2 Focused √ 1 2 √ 
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According to the classroom teacher’s observation, the participants were generally 
‘engaged well’ in this Chinese lesson. As demonstrated in Table 4.12, each participant 
reached at least two levels of engagement and many of reached all three levels. Other 
than Xiao Yi, every participant put their hands up at least once to answer questions 
asked by the teacher-researcher and followed the teacher-researcher well throughout 
the Chinese lesson. While Xiao San and Xiao Liu did not show obvious signs of 
emotional engagement, the other seven students all showed an ‘interested face’ in this 
lesson. A positive thing noticed was that all the participants took notes while the 
teacher-researcher was teaching. According to the classroom teacher, the students 
wrote down notes in a very clear and neat way, which surprised her because the 
students seemed to be forming a good habit of taking notes during Chinese class. 
According to the observation, Xiao Er and Xiao Qi, who had checked the materials on 
Seesaw during the previous week, were more active in answering questions asked by 
the teacher-researcher, while most of the others, like Xiao San, Xiao Si, Xiao Wu, 
Xiao Liu, Xiao Ba and Xiao Jiu, were more willing to ask further questions to the 
teacher-researcher. This was also noticed by the teacher-researcher and it was 
recorded in the teacher-researcher’s reflective journal: 
Teaching Chinese through a Chinese song is a very effective and useful 
way. When I played the ‘very hungry song’ today, most students can 
sing along with the music loudly and clearly. Also, it went through 
smoothly when we revised the sentence pattern of the main lyrics, 
especially Xiao Er and Xiao Qi, who have seen and listened to the 
materials uploaded on Seesaw during the previous week. However, 
others were more engaged in asking further questions. When we 
discussed other adjectives that could replace ‘hungry’, many other 
students put their hands up, wanting to learn other new words like 
‘fast’ and ‘thirsty’ to make up new sentences. One thing needed to be 
mentioned was that Xiao San want to know the Chinese word for 
‘super’ and he wanted to use it in the sentence. I told him the situation 
was a little completed since the word ‘super’ can be used as both an 
adjective and an adverb, and it can be translated into ‘yōuxiù 
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(excellent)’ as an adjective and ‘fēichánɡ (very)’ as an adverb. Then I 
asked him which Chinese should be chosen in the sentence and he 
answered the right answer: the former one since there was an adverb 
‘hǎo (very)’ in the first place and what followed it should be an 
adjective. If Xiao San had not asked the question, I may not have 
found the complexity in some specific words could lead to mistakes 
and thanks to his meaningful question, I got the chance to explain it 
before the students used words incorrectly. It reminded both me and 
the students of the importance of grammar. (Teacher-researcher’s 
reflective journal, Week 2) 
 
When the classroom teacher was asked, ‘do you think that students’ after-class 
engagement on Seesaw influenced their classroom engagement?’ in the one-on-one 
interview, she replied, ‘definitely’ twice (One-on-one interview, 20 November 2018). 
The classroom teacher thought the students who had used Seesaw to practise Chinese 
by themselves were more willing to answer the questions, since they wanted to ‘get it 
right’ rather than ask questions, which demonstrated a function of previewing or 
reviewing on Seesaw: making the students feel ‘comfortable, confident and safe’ 
when they were examined, usually when they were asked questions by the 
teacher-researcher (Teacher-researcher’s reflective journal, Week 2). The importance 
of engaging students in asking further questions was also emphasised in the reflective 
journal. When the students asked further questions it not only showed their 
behavioural and cognitive engagement, but also revealed some potential problems. If 
the teacher-researcher could explain more clearly in the first place, it might help the 
students avoid making specific mistakes in the future. 
4.3 Conclusions of Cycle 1 
This section presents some conclusions of Cycle 1 in this action research, including 
the general comments on using Seesaw to practise Chinese outside the classroom 
from students’ and the classroom teacher’s perspectives, some problems the 
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teacher-researcher found while the research was conducted in Cycle 1, and the 
findings to answer the research questions.   
4.3.1 General comments on Cycle 1 
To have a comprehensive understanding of how Seesaw influenced students’ Chinese 
learning both in and outside the classroom, the participating students and the 
classroom teacher were interviewed in Week 4. In the focus group interview, the 
participating students shared their feelings with both the teacher-researcher and the 
other participants. 
Table 4.5 Coding process in Cycle 1, focus group interview 






I think it’s (using Seesaw to learn Chinese after class) 
really good… cause it’s interesting. 






When you post the video on Seesaw… they can do it at 
home, practicing in front of the mirror... 
Alleviation the limitation 
of location 
You can practice with parents... with family... tell them 
and ask them questions... if they don’t have 
understanding... 
Interaction with people 
It doesn’t take long to do it. Efficiency 
Some people want to learn more about Chinese and 
extra words about it… and... like refresh your memory 
 
 










(content & form) 
 
I think the songs are really great, and it just helps 
I think it’s (all the contents) all good. It all helps you to 
learn. 
I think you should... like vary it up. Like one week 
you’ll have vocabulary and extra knowledge and then 
next week you’ll have short conversation and like that... 
 
 
Suggestions for content  
I actually think that you should do like... all... like all 
three in one week because it really depends. Some 
people found it easy doing sentences, or maybe... 
I think it’s great, cause most of us are on technology. Technology /Form 
… (We like) video and audio. Visual learning and... 
Most people are very good at visual learning... And I 




Maybe we could have a sheet to take home and practice Suggestions for form 
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with. 






















… not most people do it (learning on Seesaw) … if 
they (classmates) don’t understand, we can pretty much 
teach them. Yeah, help other people. 
It improves you, cause next week, you do something 
related to the topic and you can have sort of a more in 
depth of knowledge. 
You might be bad at last week, and if you go on to 
Seesaw, you can understand it. 
But if we don’t understand it, we can always leave you 
a... (message on Seesaw) ... 
Interaction with the 
teacher-researcher 
 And you can give us feedback, and then we can 
improve next time. 
And sometimes people don’t really have connections, 
so it’s hard to get connected to the things we are doing. 
Problems  
 
Table 4.6 Coding process in Cycle 1, one-on-one interview with classroom teacher 






I think it’s a good way to get the students engaged after 
class and especially the way that you have presented it 
because it’s easy for them to use. 







It’s a visual reminder, and I can replay it and practice it 
as much as they need to. 
Effort of classroom teacher 
Because your feedback is prompt as well. You are sort 
of responding to them pretty much straight away. 
Interaction with the 
teacher-researcher 
I have noticed improvement in their engagement in 














They are more inclined to ask more questions (in class). 
Yes, definitely (students’ after-class engagement on 
Seesaw influenced their classroom engagement). 
Because they had practiced and were more confident to 
answer questions. 
I like that they (students) were recording their audio 
back to you. 
Effort of students 
And also, they want to learn more words, that’s... and 
more phrases. 
Interested content  
 
 Probably bit of extra knowledge and how to say Suggestions for content 
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more phrases  
Student interest They like the short clips and the songs. They seem to be 
engaging well with those, but they also like the audio. 




I just think that audios and videos are good. 
 
 
Three main categories were generated after coding students’ and the classroom 
teacher’s response of interview. These categories were: benefits, student interest 
(content&form), and student engagement. According to the interview, the benefits of 
using Seesaw to engage students in Chinese learning were recognised as it obtained 
positive feedback from the students. Among the responses, the interviewees used the 
words ‘good’, ‘great’ and ‘helpful’ twice, and ‘interesting’ once to describe the project. 
They all agreed with the function of using Seesaw to practise Chinese at home, 
including helping them refresh their memories and revise old knowledge for the new 
week. Further, it provided them with an opportunity to learn more about Chinese, 
which was something they expected (Pre-survey, 30 October 2018). The classroom 
teacher also used the adjectives ‘good’, ‘great’ and ‘easy’ to describe the way Seesaw 
was used to engage students in practising Chinese outside the classroom. The 
affirmative comments from both the classroom teacher and the students showed that 
the Seesaw project was accepted and supported by the participants and should be 
continued in Cycle 2. They agreed that using Seesaw to practise Chinese was a good 
and helpful way for primary students’ Chinese learning. For student interest 
(content&form) and student engagement, they are explained in Findings in Cycle 
1(4.3.2), as they can answer the research questions.  
4.3.2 Findings in Cycle 1 
Over the continuous three weeks of Cycle 1, diverse data were collected by the 
teacher-researcher from different data sources, including a pre-survey completed by 
the participating students, observation notes taken by the classroom teacher during 
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Chinese lessons, and a reflective journal and weekly observations on Seesaw recorded 
by the teacher-researcher. After three weeks of Chinese learning on Seesaw, a focus 
group of students were interviewed about their feelings and opinions about the 
Seesaw project. Additionally, as a constant observer, the classroom teacher was 
interviewed for views and suggestions. All the data were collected and analysed to 
answer the following research questions:  
1) What kind of content can be used to engage students in learning 
Chinese after class?  
2) What form of materials can be used to engage students in learning 
Chinese after class?  
3) How can after-class engagement influence the students’ 
engagement during class? 
Thus, the findings from Cycle 1 are as follows: 
1) For the students, there was no obvious preference in the kind of content uploaded 
on Seesaw. Both the teaching content and the extra knowledge were helpful for 
the students to learn Chinese outside the classroom. Teaching content helped the 
students revise and consolidate existing knowledge, while extra knowledge 
triggered students’ interest in learning new things.  
2) In terms of the forms of material posted on Seesaw, pictures seemed to be not 
engaging enough for the students as they only showed behavioural engagement 
with the pictures. Audio materials and videos more effectively engaged students 
with Chinese learning at behavioural, emotional and cognitive levels. Students 
could practise oral Chinese efficiently with the help of audio files, while videos 
made visual learning easier for the students. 
3) Students’ after-class engagement influenced their classroom engagement, as 
after-class practice built up students’ confidence in learning Chinese. Some 
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students, such as Xiao Er, Xiao Qi and Xiao Ba, did not respond to the 
teacher-researcher during class because they were not sure about answers and they 
felt embarrassed if they gave wrong answers in front of the whole class. However, 
when they previewed the teaching content before class, they would have a general 
idea of the new lesson. The preview on Seesaw also helped alleviate their worries 
and fears about learning new knowledge in Chinese. Consequently, when they 
were asked some questions about the content that they had viewed on Seesaw in 
advance, they felt confident to share answers, because they knew they had the 
right answers. Then, the praise from the teacher-researcher encouraged them to 
engage more in other classroom activities. It is a virtuous circle for students to 
learn new knowledge and their confidence can be established in this way.  
Moreover, the participants who used materials on Seesaw to practice Chinese after 
class seemed to set higher demands on themselves in Chinese learning. In the past, 
when students had difficulty in pronunciation, they would not care whether the 
pronunciation was accurate unless the teacher-researcher pointed out the mistake. 
However, after listening to the audio recordings and teacher-researcher’s voice 
message on Seesaw, some students started to correct the pronunciation 
spontaneous. For instance, Xiao Er and Xiao Wu became stricter with their 
accuracy of pronunciation after more practice after class. When repeated words 
after the teacher-researcher, they stared at the teacher-researcher’s mouth intently 
and kept trying to pronounce for several times. If the teacher-researcher pointed 
out errors of pronunciation, they would practice actively till they checked the with 
the teacher-researcher with correct pronunciation.  
Additionally, the confidence and positive engagement of the students who learned 
Chinese on Seesaw could influence others in the classroom, leading to a healthy 
and active learning atmosphere. For example, when Xiao Er, Xiao Wu, Xiao Qi, 
and Xiao Ba knew the answers, they would like to share with their deskmates and 
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have a brief discussion with them. In this way, more students who had no idea 
about the answers were engaged. After the short discussion, these informed 
students were willing to raise their hands as well. And based on the information 
from their classmates for the first time, the following explanation from the 
teacher-researcher could deepen the impression of new knowledge.   
4.3.3 Problems in Cycle 1 
Although the teacher and the students considered the Seesaw project helpful, the 
teacher-researcher identified some problems during Cycle 1. First, not many 
participants were really engaged in Chinese learning on Seesaw. According to the 
results of the pre-survey (see Table 4.1), all students except Xiao Ba stated they were 
willing to practise Chinese on Seesaw at least once a week. However, the results of 
students’ after-class engagement on Seesaw revealed that over three weeks, only four 
of the participants used the materials on Seesaw to learn and practise Chinese outside 
the classroom (Xiao Er, Xiao Wu, Xiao Qi and Xiao Ba). As previously noted, 
although Xiao Ba said she was not willing to learn Chinese on Seesaw on the 
pre-survey, she checked the audio posted by the teacher-researcher on Seesaw in the 
first week. Conversely, some of the students who said they would learn Chinese on 
Seesaw in the pre-survey did not follow through. In other words, it was unclear 
whether the participating students would do as they said in this research. The 
difference between the expectations and reality again demonstrated the importance of 
triangulating diverse data sources. The research data should not be solely derived 
from the students themselves but also originate from other observers, like the 
classroom teacher and the teacher-researcher in this study. Additionally, diverse 
methods of data collecting were needed. The problem was found with the help of the 
pre-survey and observation notes on Seesaw. These useful methods were still used for 
data collection in Cycle 2. 
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Letting the students see or listen to the materials uploaded on Seesaw was not the 
teacher-researcher’s only goal when conducting the Seesaw project. The 
teacher-researcher had expected the students would post their work on Seesaw after 
checking the materials for Chinese learning. Their work could be an imitative video or 
audio (voice message), so the teacher-researcher could see if they were cognitively 
understood and whether they were making progress during the practice. However, the 
records on Seesaw showed that only Xiao Wu had left a voice message to imitate the 
pronunciation of a Chinese sentence after watching the video of a Chinese song. The 
teacher-researcher pointed out Xiao Wu’s error in pronunciation, which she promptly 
corrected. It was an efficient and positive interaction between the student and the 
teacher-researcher. This interaction was also praised by the classroom teacher: 
And I think that was really useful, cause then you can hear it or you 
could message back or just say that to them ‘Ok, try saying this...’, or 
‘notice that you were... it’s not sounding right’/ ‘it’s not the right 
accent.’ Yeah, so I think that’s a good way to do it and because your 
feedback is prompt as well. It’s good for them. It doesn’t leave it to, 
you know, a couple of weeks and then you respond to them. And that’s 
the way they like. So, yeah, I think it’s a great idea. (One-on-one 
interview, 20 November 2018) 
Due to the problem of participants not actively engaging in Seesaw as expected, the 
teacher-researcher was concerned that the students did not fully understand the 
Seesaw project. The teacher-researcher asked the students whether they were clear on 
what to do on Seesaw. Xiao Wu replied, ‘You’re teaching it perfectly, cause we all 
understand it’. The rest of the participants agreed, ‘Everyone understands what you’re 
doing’ (Focus group interview, Week 4). Additionally, the teacher-researcher was 
concerned the materials were not appropriate or engaging enough for the students. 
According to their responses in the focus group interview, the participants considered 
the materials ‘fun’ and ‘interesting’. As a result, it was determined there was not a 
significant problem with the students’ understanding of the project or the materials 
used, so the project continued onto Cycle 2. The teacher-researcher kept encouraging 
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the students to learn Chinese on Seesaw and emphasised the importance of uploading 
their work on it. 
As suggested by both the participating students and the classroom teacher, teaching 
content and extra knowledge were both used in Cycle 2 to engage different students in 
practising Chinese on Seesaw. In terms of forms, audio and video materials continued 
to be uploaded on Seesaw, as they were considered effective in attracting students and 
helpful in students’ Chinese learning. It was assumed that students would be more 
engaged in Chinese learning on Seesaw in Cycle 2 as the materials were prepared by 
the teacher-researcher in accordance with the students’ requirements. More attention 
was paid to the influence between students’ after-class engagement and classroom 
engagement in the second cycle. In addition to observations inside and outside the 
classroom, some flexible and informal conversation and discussion with the 
participants were important data in Cycle 2 for the teacher-researcher to understand 
participants’ feelings and opinions in a timely manner. 
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Chapter 5: Action Research Cycle 2 
This chapter presents the second cycle activities for the action research study. Cycle 2 
began on 20 November 2018 upon completion of the interviews with students and the 
classroom teacher. Based on the findings of Cycle 1, pictures were not used to engage 
students in learning Chinese on Seesaw in this cycle, while audio materials and videos 
continued to be uploaded by the teacher-researcher to attract students after class. In 
terms of the content of the materials, both teaching content and extra knowledge were 
posted on Seesaw as the students thought they were both useful. Unlike Cycle 1, 
Cycle 2 was conducted towards the end of the year, which meant the whole school 
was busy with a range of events and activities. Consequently, it was not easy to gather 
the students at recess for another focus group interview nor arrange a one-on-one 
interview with the classroom teacher at a specific time. Therefore, some flexible and 
informal conversations replaced the interviews to ask participants’ opinions. The short 
conversations could happen anywhere and at any time when the classroom teacher 
and/or students were available. This allowed the teacher-researcher to receive 
feedback in a timely manner. Observation in the classroom and on Seesaw, and the 
teacher-researcher’s reflective journal, were still utilised as important sources for data 
collection in the second cycle. In accordance with the pre-survey undertaken at the 
beginning of Cycle 1, a post-survey was completed at the end of Cycle 2 to see 
whether the participants’ attitudes and opinions changed as a result of the research 
conducted. The research methods used in Cycle 2 are presented in Table 5.1. 
Table 5.1: Research methods in Cycle 2 
Time Research methods 
Week 1 of Cycle 2 
(20 November–26 November) 
Observation in the classroom; reflective journal; 
observation on Seesaw 
Week 2 of Cycle 2 
(27 November–3 December) 
Observation in the classroom; reflective journal; 
observation on Seesaw 
Week 3 of Cycle 2 Observation in the classroom; reflective journal; 
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(4 December–10 December) observation on Seesaw 
11 December 2018 Post-survey 
 
5.1 Materials Posted on Seesaw 
As discussed with the classroom teacher prior to Cycle 2 commencing, there were two 
parts to the content of Chinese learning being implemented in the second cycle: 
revision of existing knowledge and introduction of Chinese culture. Therefore, the 
teacher-researcher prepared materials on the cultural differences between Australian 
schools and Chinese schools to upload on Seesaw. In addition, there was a tongue 
twister and a Christmas song uploaded on Seesaw as extra knowledge for the students 
in Cycle 2.  
5.1.1 Videos posted on Seesaw 
The video posted on Seesaw in the first week of Cycle 2 was a short clip downloaded 
from YouTube (https://www.youtube.com/watch?v=7TCXcBgambM). It was about 
comparing Chinese and Australian schools, basically presenting different routines and 
timetables in a school day. It was part of the teaching content as it was played during 
the Chinese lesson at school.  
According to the observation on Seesaw, Xiao Wu and Xiao Yi clicked the ‘like’ 
button underneath the video, which showed the teacher-researcher they had watched 
the video at home.  
The video shared by the teacher-researcher in the second week was another short clip 
downloaded from YouTube (https://www.youtube.com/watch?v=oRzqLrYZvfE). The 
video presented one day in the life of Chinese high school students. In addition to the 
regular Monday to Friday schedule, which was also mentioned in the video from the 
previous week, the new clip also talked about the students needing to study at school 
on Saturday and Sunday.  
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During the second week, Xiao Wu clicked the ‘like’ button to show that she watched 
the video. Moreover, she left a question under the video asking, ‘Why do Chinese 
students learn at school even on weekends?’ The teacher-researcher answered that it 
was because competition among Chinese high school students was extremely intense 
and the school wanted to ensure students kept studying on weekends. Another reason 
was that the teachers were also at school on weekends, so if the students had problems 
with learning, they could directly ask teachers for help. After seeing the reply, Xiao 
Wu left a new message saying, ‘It’s very helpful’. Her further question and the 
adjective ‘helpful’ showed that Xiao Wu was also emotionally and cognitively 
engaged. However, according to the observation, the other participants were not 
engaged with the video. 
The third week of Cycle 2 (Week 8 in Term 4) was close to Christmas, so the 
teacher-researcher prepared a video about a Chinese Christmas song downloaded 
from YouTube (https://www.youtube.com/watch?v=auhpWvHyd9Q). The song, titled 
línɡer Xiǎnɡ Dīnɡdānɡ, was a Chinese version of Jingle Bells, so the students were 
already familiar with the meaning and melody. 
In this week, Xiao Yi clicked the ‘like’ button to show that she watched the video and 
also left a message in the comment area saying, ‘learn best with songs’. The comment 
showed that she not only liked the video but had attached meaning to it, which 
indicated she was cognitively engaged. Xiao Wu also clicked the ‘like’ button, 
demonstrating behavioural engagement.  
After three weeks of observing on Seesaw, the teacher-researcher found the students 
were not engaged in the videos as expected. Only two participants used the videos to 
practise or learn Chinese on Seesaw every week. Although these students reached 
three levels of engagement (behaviour, emotion and cognition), engaging other 
students in learning Chinese after class continued to be challenging.   
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5.1.2 Audio posted on Seesaw 
The audio posted in the first week of Cycle 2 was a Chinese tongue twister of number 
four and number 10. It was found that some students had trouble pronouncing ‘sì’ 
(four) and ‘shí’ (10) when revising numbers in Chinese. Apart from the tone, the main 
difference in pronunciation is whether the tongue rolls up while pronouncing. The 
tongue twister sì hé shí (four and 10) was pronunciation practise for the students. It 
said, as ‘Sì shì sì (four is four)，shí shì shí (10 is 10), Sì búshì shí (four is not 10)，shí 
búshì sì (10 is not four)’. 
According to the observation on Seesaw, no students engaged with the audio, so no 
observation table is attached. However, on the next Tuesday, a short conversation 
between Xiao Wu and the teacher-researcher showed that Xiao Wu was behaviourally 
and emotionally engaged: 
Xiao Wu: The tongue twister is cool. 
Teacher-research: Did you listen to the audio? 
Xiao Wu: Yes, and I like it. 
Teacher-researcher: You did not click the ‘like’ button or leave a message under it, 
so I did not know that you have checked it. 
Xiao Wu: Oh, I must forget. 
(Informal conversation, Week 2) 
 
This conversation reinforced a problem already identified in the research: the 
observation on Seesaw may not fully represent students’ engagement because if a 
student forgets to click the button or leave a comment under the material, their 
engagement cannot be observed. Thus, another source for data collection was needed, 
which in Cycle 2 included informal conversations with students. 
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In Week 2 of the second cycle, the teacher-researcher recorded an audio file about 
some Chinese phrases related to the video (One Day in the Life of Chinese 
High-school Students) that was posted on Seesaw the same day. As suggested by the 
classroom teacher, this audio contained some new phrases in Chinese, such as 
‘shànɡkè’ (to attend the class), ‘xiàkè’ (to finish class), ‘zuòcāo’ (to do exercises) and 
‘wǔshuì’ (to take a nap at noon). In the audio, the teacher-researcher said the English 
meaning first and then said it in Chinese. There was a short pause after each phrase 
for students to imitate the pronunciation. It was observed on Seesaw that Xiao Jiu 
clicked the ‘like’ button to indicate that she had listened to the audio this week.  
In the third week, to correspond with the video posted on Seesaw at the same time, the 
teacher-researcher recorded an audio file to teach the students how to say ‘Merry 
Christmas’ to someone in Chinese:  
‘Merry’ in Chinese is ‘kuàilè’ and ‘Christmas’ in Chinese is 
‘ shènɡdàn’. However, ‘Merry Christmas’ in Chinese is ‘ shènɡdàn 
kuàilè’ instead of ‘kuàilè shènɡdàn’. Remember to change the order 
when you say it in Chinese. Additionally, ‘wish’ in Chinese is ‘ zhù’, 
so if you want to say ‘wish you a Merry Christmas’, the sentence in 
Chinese should be ‘zhù nǐ shènɡdàn kuàilè’. (Audio material, Week 3 
of Cycle 2) 
As observed on Seesaw, two students clicked the ‘like’ button to show the 
teacher-researcher they had listened to the audio.  
After three weeks of observing on Seesaw, the teacher-researcher found the students 
were also not engaged in the audio materials as expected. According to the data, only 
three students—Xiao Si, Xiao Wu and Xiao Jiu—listened to the prepared audio 
recordings. Moreover, these students were only behaviourally engaged, not 
emotionally and cognitively engaged.  
5.1.3 Overall engagement on Seesaw 
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Students’ overall engagement on Seesaw in the second cycle is presented in this 
section, including their engagement with videos and audio, to determine if there were 
more students engaged in after-class Chinese learning than in Cycle 1. Figure 5.1 
outlines the changes in terms of which students were engaged in Seesaw in Cycle 1 
and Cycle 2. 
 
 
Xiao San, Xiao Liu 
 





Figure 5.1: Students engaged in learning on Seesaw 
 
As Figure 5.1 shows, there were four students (Xiao Er, Xiao Qi, Xiao Ba and Xiao 
Wu) using Seesaw for Chinese learning in Cycle 1 and four students (Xiao Wu, Xiao 
Yi, Xiao Si and Xiao Jiu) using Seesaw for Chinese learning in Cycle 2. Across the 
two cycles, Xiao Wu engaged well on Seesaw in both cycles, but Xiao San and Xiao 
Liu were not involved in learning Chinese after school in either of the two cycles. 
Informal discussions with these students are presented in Section 5.1.4. 
Cycle 1 Cycle 2 
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Figure 5.2: Observation on Seesaw in Cycle 1 
 
 
Figure 5.3: Observation on Seesaw in Cycle 2 
 
The teacher-researcher had revised the form and content of the materials in a way that 
the classroom teacher and the students suggested: posting both teaching content and 
extra knowledge in the form of videos and audio, covering cultural difference, some 
new phrases and a Chinese song. However, as can be seen in Figures 5.2 and 5.3, 
there was no obvious improvement engaging more students in Chinese learning on 
Seesaw from Cycle 1 to Cycle 2. Each week, no more than two students checked and 
used the materials to practise Chinese at home. This result contradicts what the 
participants said in the focus group interview when asked whether they would be 
more willing to learn Chinese on Seesaw if the teacher-researcher posted the materials 
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they preferred. All the students had nodded their heads and said, ‘Yes, I will’ (Focus 
group interview, 20 November 2018). 
The students’ levels of engagement in Cycle 2 are shown in Table 5.7. As can be seen 
in the table, the audio materials only engaged students at a behavioural level; 
therefore, the teacher-researcher could not know the participants’ feelings and 
opinions about the audio files immediately, or whether they knew how to say the 
phrases in Chinese. The videos in Cycle 2 engaged two students in all three aspects, 
which made the videos appear to be more attractive to the participants. However, the 
persisting problem was that most students were not engaged. 
















Week 1    √√   
Week 2 √   √ √ √ 
Week 3 √√   √√ √ √ 
Note: each ‘√’ represents a student reaching a certain level of engagement 
5.1.4 Problems in students’ after-class engagement 
The observation on Seesaw showed that few students used the materials on Seesaw to 
learn Chinese at home; however, the classroom teacher expressed a different opinion. 
When the teacher-researcher discussed students’ after-class engagement with the 
classroom teacher, she thought the students enjoyed learning on Seesaw:  
The girls (Xiao Wu and Xiao Jiu) were very excited to say ‘Merry 
Christmas’ to me today, so that was really good. And the girls were 
excited they said that you would post through the holidays and things 
like that when you’re back in China. They were very excited. They 
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said ‘We are all excited about that.’ I said ‘Ok, great’. (Informal 
discussion, 11 December 2018) 
The classroom teacher used ‘excited’ four times to describe students’ attitude towards 
the materials on Seesaw, which suggested that some students were emotionally 
engaged with these materials. For example, with the phrase ‘Merry Christmas’, the 
students ‘were very excited’ to say it to the classroom teacher, showing they were 
behaviourally, emotionally and cognitively engaged. However, this was not noticed by 
the teacher-researcher as the students did not leave any comments or evidence 
underneath the ‘Merry Christmas’ audio on Seesaw to show these levels of 
engagement.  
This phenomenon again highlighted a problem with observing students’ engagement 
on Seesaw: if the students did not click the ‘like’ button or leave comments under the 
material after checking it, their engagement could not be observed since there was no 
trace on Seesaw. Similarly, if they practised oral Chinese but did not record this on 
Seesaw, it was not recorded. Therefore, the observation on Seesaw was one of the 
references, but it could not be the only one. Informal discussions and conversations 
with the classroom teacher and the students were necessary. 
Another problem was that although the teacher-researcher posted the materials in a 
way suggested by the classroom teacher and the participating students, most of the 
students were not engaged in learning Chinese on Seesaw. When the 
teacher-researcher discussed this with the classroom teacher, she said: 
It is almost the end of the year. What’s in their mind is where to go and 
what to do in the holiday. They are easily distracted even in the 
classroom. And... So, I think that’s the reason. (Informal discussion, 
December 11, 2018) 
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The teacher-researcher agreed with this view as other teachers had noted that students 
were generally distracted at the end of the year, which made engaging students in 
learning Chinese after class even more difficult. 
As noted in the previous section, the teacher-researcher found that according to the 
Seesaw records, there were two students, Xiao San and Xiao Liu, who showed no 
engagement on Seesaw in either cycle. In the playground at recess, the 
teacher-researcher asked them why they gave positive feedback on the Seesaw project 
in the interview but never checked the materials. They replied: 
Xiao San: ‘Yeah, I’m usually busy, sometimes I don’t really get time 
to look on Seesaw.’  
Xiao Liu: ‘Yes, especially at the end of the year. We have many things 
to do ... different events.’ (Informal discussion, 11 December 2018) 
The responses from the classroom teacher and the two students support the suggestion 
that conducting the second cycle at the end of the term/year may be why only a few 
participants were engaged in learning Chinese after class. Many students were 
distracted from learning, but they were also busy with other events and activities. 
5.2 Student Engagement 
Cycle 2 was more focused on Research Question 3 and how after-class engagement 
on Seesaw influenced the students’ engagement during class. In this section, students’ 
classroom engagement in each Chinese lesson is detailed, and then classroom 
engagement is combined with after-class engagement to determine the relationship 
between inside and outside classroom engagement. 
5.2.1 Student engagement in the classroom 
5.2.1.1 Lesson 1 in Cycle 2 
In the first lesson in Cycle 2, the lesson plan mainly revised the food items the 
students learned in Term 3 and introduced differences between Chinese and Australian 
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schools. For the revision part of the class, the teacher-researcher guided the students 
to conduct an everyday conversation in a canteen, using the words and phrases they 
learned in past terms. The teacher-researcher gave them an example: 
Student A: ‘wǒ zhēnde hǎoè’ (I am really hungry.)  
Student B: ‘nǐ yào chī shénme?’ (What do you want to eat?) 
Student A: ‘wǒ yào chī jiǎozi’ (I want to eat dumplings.)  
‘nǐ yào chī shénme?’ (What do you want to eat?) 
Student B: ‘wǒ yào chī chǎofàn’ (I want to eat fried rice.) 
The students worked in pairs, changing the food or asking about drinks to make new 
conversations. Then, they were asked to role-play and practise the conversation with 
their partners. According to the teacher-researcher’s reflective journal, many students 
were engaged in this exercise:  
Many students were very active in the role-play. They raised their 
hands up high, learned their bodies forward and kept saying ‘Miss, 
me ... me ...’ to show their willingness in role-playing. 
(Teacher-researcher’s reflective journal, 20 November 2018) 
The classroom teacher also thought the students were engaged in the revision when 
she was asked for feedback on this lesson: 
When you’re getting them to role-play in practice asking each other 
questions. That was good, too. So, they like ... keeping busy in class, 
not just sitting and writing. They like ... being activated as well. 
(Informal discussion, 20 November 2018) 
In the last 10 minutes of the lesson, the teacher-researcher played a video to compare 
Chinese and Australian school life (https://www.youtube.com/watch?v=7TCXcBgambM). 
The students watched the video carefully; they maintained their ‘interested face’ and 
wrote down some notes. As the classroom teacher stated, ‘They like doing the 
comparison between the schools in China and here. They really, really like that. And 
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they really engage with those lessons’ (Informal discussion, 20 November 2018). The 
observations of this class recorded by the classroom teacher is presented in Table 5.3. 
Table 5.3: Classroom observation, 20 November 2018 
 
As seen in the observations, each participant was engaged on at least one level and 
most demonstrated behavioural, emotional and cognitive engagement during the 
Chinese lesson. Due to time restrictions, the opportunity to discuss the differences 
between Chinese and Australian students was limited, so only Xiao San got the 
chance to ask a further question about Chinese students’ school life. As the students 
reacted positively to this topic, the teacher-researcher prepared further materials to 
show the cultural differences in Chinese and Australian schools in the following 
weeks, both in the classroom and on the Seesaw. 
Lesson 1 in Cycle 2 Student engagement in classroom 
   Different levels 




Does this student raise a 
hand to answer questions? 
How many times? 2) The 
student is distracted or 
focused? 
(Behaviour) 
Does this student 
look happy, 




Does this student give the right 
answer? How many times?  
2) Does this student ask further 
questions? How many times? 
3) Does this student take notes? 
(Cognition) 
1 Xiao Yi  Focused √   √ 
2 Xiao Er 2 Focused √ 1  √ 
3 Xiao San 1 Focused √ 1 1 √ 
4 Xiao Si  Focused √   √ 
5 Xiao Wu 2 Focused √ 1  √ 
6 Xiao Liu 1 Focused √ 1  √ 
7 Xiao Qi 1 Focused √   √ 
8 Xiao Ba  Focused    √ 
9 Xiao Jiu 1 Focused √ 1  √ 
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5.2.1.2 Lesson 2 in Cycle 2 
In the second lesson, the teacher-researcher played a 10-minute video 
(https://www.youtube.com/watch?v=GPGTYwdyL_Y) to show the students a typical 
school day for Chinese primary students. The students were asked to look for 
differences with their school day in Australia. It took almost 30 minutes to complete 
the video because the teacher-researcher paused several times when the students 
noticed something different to their own school life and the teacher-researcher 
explained these further. Students’ engagement was recorded in the 
teacher-researcher’s journal: 
The students kept being quiet while watching the video and asked 
questions actively during each pause. From my point of view, they 
were very engaged. They showed their interested and surprised faces, 
put their hands up to answer questions and even asked further 
questions. What impressed me most was that most students took notes 
spontaneously. In the past weeks, most of them would take notes after 
the classroom teacher asked them to do. This was the first time that I 
saw them taking so many notes and even in a very clear and neat way. 
What’s more, they did not only find differences, but also told me the 
similarities between the two schools, which was beyond my 
expectation.’ (Teacher-researcher’s reflective journal, 27 November 
2018) 
 
According to the journal, many students were engaged with the video shown in class. 
The classroom teacher’s observation confirmed that the nine participants were also 
well engaged (see Table 5.4). The classroom teacher noted that five participants put 
their hand up to answer questions, and most of them showed an ‘interested face’ while 
watching the video. Four of them asked further questions about Chinese students’ 
daily routine, especially Xiao Jiu, who raised three questions and demonstrated her 
willingness to learn more. The classroom teacher also observed that every student was 
taking notes in the lesson. 
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Table 5.4: Classroom observation, 27 November 2018 
 
5.2.1.3 Lesson 3 in Cycle 2 
In the following lesson, the classroom teacher played another short video 
(https://www.youtube.com/watch?v=sJAI4y7MzEY) called Lucy’s China school day 
dairy, to show the students a typical school day for a Chinese high school student. 
According to the teacher-researcher’s journal, some students were away due to other 
activities during this lesson, including Xiao Er, Xiao Qi and Xiao Ba, so there were 
fewer students in the classroom. Interestingly, the students in the classroom could be 
classified into two categories. The first engaged well with the video and these students 
could connect the new knowledge to what they had already learned. For example, 
they remembered the daily routine at a typical Chinese primary school that they 
learned the previous week. While watching the new video, they actively pointed out 
Lesson 2 in Cycle 2 Student engagement in classroom 
   Different levels 




Does this student raise a 
hand to answer questions? 
How many times? 2) The 
student is distracted or 
focused? 
(Behaviour) 
Does this student 
looks happy, 




Does this student give the right 
answer? How many times?  
2) Does this student ask further 
questions? How many times?  
3) Does this student take notes? 
(Cognition) 
1 Xiao Yi  Focused √   √ 
2 Xiao Er 2 Focused  1 1 √ 
3 Xiao San 1 Focused  1 1 √ 
4 Xiao Si  Focused √   √ 
5 Xiao Wu 2 Focused √ 2  √ 
6 Xiao Liu 2 Focused √ 1  √ 
7 Xiao Qi     1 √ 
8 Xiao Ba  Focused √   √ 
9 Xiao Jiu 1 Focused √ 1 3 √ 
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the similarities between a Chinese primary school and a Chinese high school. Further, 
these students could link the new knowledge with their own life. The students were 
curious when they observed differences between a Chinese high school and an 
Australian high school and asked many interesting questions, such as ‘Why are there 
so many bikes in the school?’ and ‘Can the Chinese high school students drive to the 
school?’ However, the other type of students seemed distracted in the lesson. Some 
did not look up to see the video or take any notes, and instead talked to their desk 
mates. (Teacher-researcher’s reflective journal, 4 December 2018)  
The classroom teacher observed the same phenomenon in the classroom. Other than 
the three students who were away, among the five participants, only Xiao San took 
notes during the class. Observations of this lesson are presented in Table 5.5. 
Table 5.5: Classroom observation, 4 December 2018 
Lesson 3 in Cycle 2 Student engagement in classroom 
    Different levels 




Does this student raise a 
hand to answer questions? 
How many times? 2) The 
student is distracted or 
focused?  
(Behaviour) 
Does this student 
look happy, 




Does this student give the right 
answer? How many times?  
2) Does this student ask further 
questions? How many times?  
3) Does this student take notes? 
(Cognition) 
1 Xiao Yi  Focused √    
2 Xiao Er       
3 Xiao San 3 Focused  1 2 √ 
4 Xiao Si 1 Focused √    
5 Xiao Wu 1 Focused √ 1 1  
6 Xiao Liu       
7 Xiao Qi       
8 Xiao Ba       
9 Xiao Jiu 1   1 1  
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As the students appeared less engaged than during the previous lesson, the 
teacher-researcher consulted the classroom teacher at its conclusion. The classroom 
teacher thought it might be because: 
The video about Chinese high school is not so connected with their life, 
because they are all primary students. And some of them did not even 
know what a high school was like in Australia, so they might not be 
able to find out the differences or similarities. (Informal discussion, 4 
December 2018).  
The teacher-researcher thought this was possible as the students were more engaged 
in the video about Chinese primary school life, which they could compare to their 
own school life. Additionally, the classroom teacher mentioned it might also be 
because the students were distracted by the coming holiday. Many of them were not 
concentrating on studying and some were distracted in all lessons, not just in Chinese 
class (Informal discussion, 4 December 2018). 
5.2.2 Interaction between classroom engagement and after-class engagement 
According to the records of observation on Seesaw, there was only one participant, 
Xiao Wu, who showed engagement in both cycles. This was particularly evident in 
Cycle 2, when she checked materials every week and left a positive comment and a 
question on Seesaw. At recess, the teacher-researcher asked Xiao Wu why she kept 
checking and using the materials to learn Chinese after class and here is the coding 
process according to her response. 
Table 5.6 Coding process in Cycle 2, informal discussion with Xiao Wu 
Evidentiary extracts  Codes Code categories 
If I like the things you taught in the class (I will check 
the materials on Seesaw) 
 
 







If I have checked the things on Seesaw, I feel like I am 
ready for the new lesson. 
Not most people do it. They don’t really take notes of 
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what is on Seesaw. So, when I learn that at home, I can 
teach them.  
 
So, when I got back home, I got on Seesaw to check 
whether you posted something like that. 
Effort on Seesaw 
And I know sometimes you will post something related 
on Seesaw. 




I like the video you played in the classroom, the one 
that compares Chinese and Australian schools. 
Content & Form  
And I like to show to my friends I can do well in 
learning Chinese. 
Interaction with people 
 
According to the coding process, the teacher-researcher found a new code “influence 
of classroom engagement”, which was different with the code “influence of after-class 
engagement” found in Cycle 1 but also belonged to the category “student 
engagement”. It showed the starting point of the interaction between classroom 
engagement and after-class engagement could be students’ engagement in the 
classroom, instead of the engagement on Seesaw, which was different to the 
teacher-researcher’s thoughts during Cycle 1. In the first cycle, the teacher-researcher 
found that students’ engagement on Seesaw could influence their classroom 
engagement in the next week. The flow of influence is presented in Figure 5.4. 
 
Figure 5.4: Finding in Cycle 1 
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As Figures 5.4 demonstrates, students’ engagement after class was considered a 
starting point to influencing their engagement in the following lesson. However, it 
was found that students’ classroom engagement could also influence their engagement 
on Seesaw. In this way, if a student was interested and engaged in what was taught 
during the Chinese lesson, they would be willing to check relevant materials on 
Seesaw. After they were engaged in the materials on Seesaw, as the classroom teacher 
indicated, they would be ‘more confident to answer questions in the class because 
they knew that they would get it right. And they are more willing to sort of have a go’ 
(Informal discussion, 11 December 2018). That is, the students who practised or 
learned Chinese on Seesaw were more engaged in the next Chinese lesson. 
Theoretically, the interaction between classroom engagement and after-class 
engagement resembles an ongoing virtuous cycle (see Figure 5.5). 
 




A post-survey, which contained the same questions as the pre-survey, was completed 
by the students at the end of Cycle 2. The results of the post-survey indicate students’ 
current situation and attitude towards after-class Chinese learning. A comparison with 
the pre-survey results revealed some changes in participants’ responses after 
conducting the Seesaw project. 
Question 1 How many days per week do you check or use Seesaw after class? 
(A) 0–1 day   (B) 2–3 days (C) 4–5 days (D) 6–7 days 
 
 
Figure 5.6: Comparison of result of Question 1 in pre-survey and post-survey 
 
For example, as depicted in Figure 5.6, the frequency of using Seesaw was reduced. 
At the beginning of the research, every participant was using Seesaw at least two days 
per week, while there were three participants using Seesaw less than two days per 
week at the end of the research. Additionally, in the other three options to the question, 
each number of students who used Seesaw after class was reduced. This result was 
consistent with the classroom teacher’s opinion that the students would spend less 
time on Seesaw after class as they were easily distracted at the end of the term, 
especially as it was so close to Christmas holidays. 
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According to the responses to Question 2, some students indicated they were more 
engaged in after-class Chinese learning after the Seesaw project began (see Figure 
5.7). 
Question 2 How much time do you currently spend practising Chinese after 
class ever day? 
(A) 0 min (B) 1–5 mins (C) 6–10 mins  (D) >10 mins 
 
 
Figure 5.7: Comparison of result of Question 2 in pre-survey and post-survey 
 
As the bar graph in Figure 5.7 shows, before using Seesaw to engage students in 
learning Chinese, there were three students who did not practise Chinese after class 
and six who spent less than five minutes on Chinese after class. These results changed 
after the Seesaw project was conducted. Although there were still three students who 
did not spend any time learning Chinese after class, more students spent more time on 
Chinese at home after the study. From this perspective, materials on Seesaw did 
motivate some student to do more Chinese practise after class. 
Participants’ attitude towards learning Chinese after class also changed during the 
Seesaw project, which is demonstrated in their responses to Question 4 (see Figure 
5.8).  
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Question 4 To what extent do you think practising Chinese after class helps a 
student’s Chinese learning? 
(A) It is not helpful 
at all. 
(B) It could be 
helpful. 
(E) It is definitely 
helpful. 
 
Figure 5.8: Comparison of result of Question 4 in pre-survey and post-survey 
 
The results showed that in both surveys, one student thought learning Chinese after 
class was not helpful to students’ Chinese learning. However, the majority of students 
thought it was definitely helpful, which demonstrated that after two cycles of using 
Seesaw to practise Chinese, most students acknowledged the implication of learning 
after class. 
In terms of ways to help Chinese learning after class, the participants expressed 
different opinions in the pre- and post-survey (see Figure 5.9). 
Question 5 Which of the following options do you think can help your learning 



















Figure 5.9: Comparison of result of Question 5 in pre-survey and post-survey 
 
Before the Seesaw project, none of the students thought ‘listening to Chinese songs or 
watching Chinese series was a good way to learn Chinese at home. However, in the 
post-survey, six of the nine participants chose this option as a way that helped Chinese 
learning. As a student said on Seesaw that she could ‘learn best with songs’, Chinese 
songs were identified as attractive materials to engage students in after-class Chinese 
learning on Seesaw. 
5.4 Conclusion of Cycle 2 
In Cycle 2, the teacher-researcher continued to use Seesaw to engage students in 
learning Chinese after class. In accordance with the finding from Cycle 1 that video 
and audio materials could engage students in Chinese learning on Seesaw, these two 
forms of learning materials were uploaded by the teacher-researcher in Cycle 2. As 
suggested by the classroom teacher and the participating students at the end of Cycle 
1, both teaching content and extra knowledge were posted on Seesaw to meet the 
varying needs of different students. During the second cycle, students’ after-class 
engagement on Seesaw was again recorded by the teacher-researcher and their 
classroom engagement recorded by the classroom teacher. As with the first cycle, the 
teacher-researcher’s reflective journals in the second cycle were also considered an 
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important data source. Some informal and flexible conversations with the classroom 
teacher and various students was conducted in Cycle 2 instead of the interviews that 
were done in Cycle 1. The interviews needed to be arranged for a specific time and 
place, especially the focus group interview as it required gathering a group of students. 
Short and informal discussions were more appropriate for Cycle 2 as the teacher and 
students were busy with end-of-year events. These discussions could occur at any 
time or place when the participants were available, and the teacher-researcher was 
able to promptly obtain more detailed information. After coding the information from 
the classroom teacher, the teacher-researcher obtained two main categories: student 
engagement and student interest, which overlapped with the categories get from Cycle 
1 (see Table 5.7).  
 Table 5.7 Coding process in Cycle 2, informal discussion with classroom teacher 
Evidentiary extracts  Codes Code categories  
When you’re getting them to role-play in practice 








They like ... keeping busy in class, not just sitting and 
writing. They like ... being activated as well. 
It is almost the end of the year. What’s in their mind is 
where to go and what to do in the holiday. They are 
easily distracted even in the classroom. 
Problem 
They like doing the comparison between the schools 
in China and here. They really, really like that. And 
they really engage with those lessons 
 
 





Student interest The girls (Xiao Wu and Xiao Jiu) were very excited to 
say ‘Merry Christmas’ to me today 
The video about Chinese high school is not so 
connected with their life, because they are all primary 
students. 
Suggestion for content 
&form  
 
The post-survey results showed that eight of the nine participants acknowledged that 
after-class practising helped Chinese learning. Further, the classroom teacher’s 
observation that, ‘The students were excited. They said that you would post through 
the holidays and things like that when you’re back in China’ (Informal discussion, 11 
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December 2018) reinforced that the students supported the Seesaw project. However, 
after the second cycle of research, some problems emerged and new findings were 
obtained, which are presented in the following sections. 
5.4.1 Findings of Cycle 2 
In Cycle 2, the teacher-researcher continued searching for answers to the following 
research questions:  
1) What kind of content can be used to engage students in learning 
Chinese after class?  
2) What form of materials can be used to engage students in learning 
Chinese after class?  
3) How can after-class engagement influence the students’ 
engagement during class?  
Based on the findings in Cycle 1, it was assumed that more participants would engage 
with the materials posted on Seesaw in Cycle 2, since both the content and form of the 
materials were customised. However, the results were not as positive as expected. 
First, there were four participants engaged in learning on Seesaw, which is the same 
as in Cycle 1. Second, the students were less engaged with the audio materials. In 
Cycle 1, the audio files engaged students at behavioural, emotional and cognitive 
levels, while in Cycle 2 the students were only behaviourally engaged with the audio. 
The situation with the videos improved slightly (see Section 5.1.3), as there was one 
more student engaged with videos in Weeks 1 and 3 than the previous cycle, and one 
more engaged on all levels. However, the overall engagement on Seesaw was not as 
strong as expected considering all participants said they would learn on Seesaw at the 
end of Cycle 1. 
Another finding from Cycle 2 was that in addition to after-class engagement 
influencing classroom engagement, students’ classroom engagement influenced their 
after-class engagement. Specifically, as Xiao Wu’s usage showed, if a student was 
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highly engaged in the classroom, they may be triggered to learn more about the topic 
after that Chinese lesson. In this research, checking the materials posted by the 
teacher-researcher on Seesaw was easy and accessible for the student. When they 
engaged with the materials on Seesaw, students were more confident in the next 
Chinese lesson. As the finding in Cycle 1 showed, this confidence helped the student 
be actively engaged in the classroom. As classroom engagement influences after-class 
engagement, this suggests an ongoing a virtuous cycle (see Figure 5.5). 
5.4.2 Problems found in Cycle 2 
Some notable problems appeared in the second cycle. First, there were times the 
observation notes on Seesaw did not fully represent students’ after-class Chinese 
learning, as some students forgot to click the ‘like’ button or register their feelings or 
questions in the comments section under the materials. For example, according to the 
classroom teacher, Xiao Wu and Xiao Jiu were excited to learn the phrase ‘Merry 
Christmas’ in Chinese and said it to her at school, which showed that they were 
engaged on all levels. However, Xiao Wu did not show her ‘excited’ feeling on 
Seesaw and Xiao Jiu did not even click the ‘like’ button to show she had listened to 
the audio. As a result, their engagement in Chinese learning after class could not be 
fully observed by the teacher-researcher on Seesaw. 
The second problem was that the students were not as engaged in learning Chinese on 
Seesaw as they indicated at the end of Cycle 1. During an informal discussion, the 
classroom teacher suggested this may be because Cycle 2 was so close to the end of 
term and especially close to the Christmas holidays. First, as it was close to the end of 
the year, students were busy with different events and activities; for example, some 
students were absent from the Chinese lesson due to other events. The students were 
also busy at home. As Xiao San said, sometimes he did not really get time to look on 
Seesaw. Second, some students were not focused on studying. According to the 
classroom teacher, the students were more interested in planning their holidays than 
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learning at school. As some students were distracted during the class lesson, it was not 
likely that they would spend time learning Chinese after class.  
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Chapter 6: Conclusions and Implications 
This concluding chapter discusses the main findings, contributions, implications, 
limitations and recommendations of the study, followed by implications for teaching 
and technology. The major purpose of this research study was to engage students in 
practising Chinese after class to supplement and help their Chinese learning. In this 
case, Seesaw—a free online application—was used as a platform for communication 
between teachers (including the teacher-researcher) and students outside school. As it 
accommodates uploads of digital pictures, audio recordings and videos, the 
teacher-researcher needed to determine the kind of content and form of learning 
materials that would interest students in Chinese learning and practising after class. 
Additionally, this study also explored how after-class learning influences classroom 
learning. The research questions developed for the study were: 
1) What kind of content can be used to engage students in learning 
Chinese after class?  
2) What form of materials can be used to engage students in learning 
Chinese after class?  
3) How can after-class engagement influence the students’ 
engagement during class? 
 
6.1 The role of Action Research in this Study 
Action research addresses specific and real problems that exist in teachers’ 
pedagogical efforts and searches for solutions to these problems (Creswell, 2012). In 
this research, the particular and real problem faced by the teacher-researcher was the 
very limited time allocated for Chinese lessons at Wonderful Primary School (30 
minutes each week). Without any Chinese homework or practise outside the 
classroom, most students would forget what they learned in past lessons. After formal 
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and informal discussions with the principal and the classroom teacher, it was agreed 
that a social media application named Seesaw, which had been widely used by the 
teachers, students and parents at the school, could be used as a platform for 
communication between the Chinese teacher-researcher and the students. In this 
research, the teacher-researcher uploaded materials with different content and in 
different forms to supplement Chinese learning for students outside the classroom 
each week. The students could check the posted materials, click on the ‘like’ button to 
show they have seen or listened to the learning materials, and leave comments or 
feedback underneath the posted materials. Moreover, they could upload their own 
Chinese work on Seesaw so the teacher-researcher could provide them with prompt 
feedback and correct any errors to help students learn Chinese. This action research 
contained two cycles in Term 4, with the second cycle based on findings from Cycle 
1. 
A pre-survey was completed by the students at the beginning of the first cycle to 
record students’ current attitudes and opinions on learning Chinese after school. Then, 
the teacher-researcher posted pictures, audio files or videos about teaching content 
that was taught in the Chinese class or extra information that was not taught in the 
classroom on Seesaw every Tuesday after school. Participants’ responses towards 
different materials were recorded by the teacher-researcher each week. The students’ 
engagement in these materials was examined through three aspects: behaviour, 
emotion and cognition. The participants were asked to click the ‘like’ button if they 
had seen or listened to the materials, so the teacher-researcher knew the students were 
physically (behaviourally) involved in the task. If the students expressed their own 
feelings with some positive words in the comment area, such as ‘fun’ or ‘interesting’, 
these students were positively engaged at an emotional level. Moreover, if they asked 
further questions about the materials, as detailed in Section 2.3.2, it was a signal that 
the students were cognitively engaged since they met the requirement of the task (to 
see or listen to the materials on Seesaw) and wanted to learn more about Chinese. 
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Additionally, their engagement in Chinese lessons was recorded by the classroom 
teacher, who was an observer in the Chinese class. Students’ classroom engagement 
was also examined through three aspects: behaviour, emotion and cognition. 
Moreover, the teacher-researcher maintained a reflective journal every Tuesday to 
collect participants’ responses and feedback in the classroom. After three weeks of 
observation in and outside the classroom, the participants were interviewed as a focus 
group and a one-on-one interview with the classroom teacher was conducted at the 
end of Cycle 1. The data collected in the interviews informed the teacher-researcher 
on the preferred contents of materials on Seesaw so these types of materials could be 
posted in the next cycle. 
After collecting and analysing data in the first cycle, the teacher-researcher adjusted 
the approaches based on the findings (Creswell, 2012). First, the teacher-researcher 
did not post pictures as learning materials on Seesaw as pictures were not considered 
helpful by the classroom teacher and none of the students liked these materials 
according to the focus group interview. Instead, audio and videos were uploaded 
every week on Seesaw as suggested by the participants and the classroom teacher at 
the end of Cycle 1. Apart from the form of materials, the teaching content was also 
adjusted. In Cycle 2, it focused more on culture difference, such as the different 
school life between Chinese students and Australian students. In terms of research 
methods, the classroom teacher continued to take observation notes in the classroom 
while the teacher-researcher observed students’ engagement on Seesaw and 
maintained her reflective journal, which was also considered as important data in this 
cycle. Unlike the interviews arranged in the first cycle, informal conversation and 
discussion with participating students and the classroom teacher were a significant 
data source to obtain participants’ comments and feedback in a timely manner. At the 
end of Cycle 2, a post-survey, which contained the same questions as the pre-survey, 
was completed by the participants. After experiencing the Seesaw project, students’ 
attitudes towards learning Chinese outside the classroom could be seen by analysing 
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the post-survey results. Additionally, changes in their attitudes and opinions during 
the Seesaw project were evident in the comparison of pre- and post-survey results (see 
Table 6.1). 
Table 6.1: Research design and methods in Cycle 1 and Cycle 2 
 Research design  Research methods 
Cycle 1 The teacher-researcher uploaded a 
picture, video or audio about 
teaching content or extra knowledge 
on Seesaw every Tuesday after 
school. These materials mostly 
focused on language, such as the 
pronunciation of words and the 
structure of sentence. 
The students were encouraged to 
check these materials and use these 
materials to practice Chinese at 
home and post their work on 
Seesaw. 
(1) Pre-survey 
(2) Observation in the classroom 
(3) Observation on Seesaw 
(4) Teacher-researcher’s reflective 
journal 
(5) Students’ focus group interview 
(6) One-on-one interview with the 
teacher. 
 
Cycle 2 The teacher-researcher uploaded a 
video or audio about teaching 
content and extra knowledge on 
Seesaw every Tuesday after school. 
These materials were mostly focus 
on cultural difference, such as 
comparing school life in Australia 
and China. 
The students were encouraged to 
check these materials and use these 
materials to practice Chinese at 
home and post their work on 
Seesaw. Especially, the students 
were encouraged to think more 
about the cultural difference and ask 
further questions about it.  
(1) Observation in the classroom 
(2) Observation on Seesaw 
(3) Teacher-researcher’s reflective 
journal 
(4) Informal discussion with the 
students and the classroom teacher 
(5) Post-survey. 
 
6.2 Key Findings 
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After two cycles of data collection and analysis, the key findings of the research are 
presented in this section in response to the stated research questions. Moreover, the 
problems and challenges in conducting the study are outlined. 
6.2.1 Research Question 1: What kind of content can engage students? 
The content of the materials posted on Seesaw were divided into two categories. The 
first was the teaching content, which was taught during Chinese classes. In the first 
cycle, on Seesaw were uploaded mainly presentations about often used Chinese 
sentences ‘Hǎo è, hǎo è, hǎo è, wǒ zhēnde hǎo+ è’, which is used to emphasise that ‘I 
am really hungry’, and a sentence pattern derived from it, which is ‘Hǎo + adjective, 
hǎo + adjective, hǎo + adjective, wǒ zhēnde hǎo+ adjective’. In Cycle 2, the teaching 
content incorporated cultural differences in schooling in Australia and China. The 
second category of content information was not taught during Chinese class but used 
to supplement students’ Chinese learning in after class modules. For example, the 
extra knowledge included new adjectives that could be used in the sentence patterns, 
so students could create new sentences by themselves. A digital worksheet about a 
Chinese character ‘好’ was also posted by the teacher-researcher as extra knowledge 
on Seesaw in Cycle 1 as the students showed an interest in writing characters in a 
Chinese lesson. In Cycle 2, the extra knowledge included some phrases about daily 
routines at school and how to say ‘Merry Christmas’ in Chinese. 
According to the observations made on Seesaw, the students did not show an obvious 
preference between these two types of content. Students stated that both types of 
content were helpful to Chinese learning and different people may be interested in 
different content, so both teaching content and extra knowledge could be used to 
engage students in learning Chinese after class. The classroom teacher held the same 
opinion and suggested that both kinds of contents should be posted on Seesaw to 
engage students in learning Chinese outside class. Moreover, the two types of 
materials had different functions in terms of assisting students’ learning: the teaching 
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content helped students revise and consolidate what they have already learned, while 
the extra knowledge could trigger their interests in learning new things. Different 
kinds of content provided the participating students with more options so they were 
able to choose the materials that interested them. 
Additionally, it was observed that the students appeared more interested in cultural 
differences between Australia and China. For example, when the teacher-researcher 
played the videos about Chinese students’ school life, the students took notes 
spontaneously and were willing to ask specific questions. Furthermore, the students 
were more engaged in content related to their lives. Understandable, as primary 
students, they were more focused on the videos about Chinese primary schools than a 
Chinese high school. Therefore, the materials that were closely related to students’ 
real lives engaged them when they were attempting to learn Chinese.  
6.2.2 Research Question 2: What form of materials can engage students? 
Three forms of materials were uploaded on Seesaw by the teacher-researcher: pictures, 
audio and videos. The pictures seemed to be timesaving for the students to check, as 
they clearly contained basic information, including Pinyin, characters, English 
meanings and illustrations. However, the teacher-researcher found that pictures 
chosen did not engage students very well. None of the students said they liked 
pictures in the focus group interview and the classroom teacher also thought this form 
did not effectively attract students to after-class learning. It was suggested that 
pictures should be replaced by the other two forms in Cycle 2. 
The audio files posted in Cycle 1 were mainly about translating the readable content 
of pictures into listenable materials so the students could hear the correct 
pronunciation of new words and sentences, and practise them at home. However, as 
suggested by the classroom teacher and the participating students in the interviews, in 
Cycle 2 the audio files were used to teach not only new words but new phrases as well 
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(i.e. ‘shànɡkè’ ‘to attend class’, ‘xiàkè’ ‘to finish class’, and ‘shènɡdàn kuàilè’ ‘Merry 
Christmas’. The observations revealed that audio could engage students on different 
levels (behaviour/ behaviour and emotion/ behaviour, emotion and cognition), 
especially in Cycle 1. One student asked about other words in Chinese under an audio 
post, and another left a very positive comment under a different audio post. However, 
in Cycle 2, on Seesaw was observed some behavioural engagements of only three 
participants. However, the classroom teacher thought audio materials were helpful 
since the students could practise spoken Chinese efficiently by following up the audio 
recordings, and the students liked the audio recordings because they were short and 
could be replayed as needed.  
The videos for Cycle 1 were about a Chinese song that contained the important 
sentence ‘Hǎo è, hǎo è, hǎo è, wǒ zhēnde hǎo+ è (Very hungry, very hungry, very 
hungry, I am really/ very hungry)’ and a short lesson on how to write a Chinese 
character ‘ 好  (good/ very)’ in the correct stroke order. As the observation 
demonstrated, video materials were also able to engage students in Chinese learning 
on behavioural, emotional and cognitive levels. One participant practised 
pronunciation under a video and left positive feedback to show her cognitive and 
emotional engagement in the video. The video materials in Cycle 2 were about typical 
school life for Chinese students and comparisons between school life in China and 
Australia, and another Chinese song about Christmas. Two students left affirmative 
comments under the videos and one asked further questions related to the video. It 
was found that the students felt relaxed and at ease while watching the videos. Further, 
it was observed that they thought about watching videos about Chinese as a process of 
visual learning, which appeared easier for them. This was confirmed by the results of 
the post-survey, as many students liked learning Chinese by watching a video about a 
Chinese song after conducting the Seesaw project.  
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Additionally, the teacher-researcher found that a reward system was helpful to 
encourage students to learn Chinese spontaneously. When students used the materials 
on Seesaw to learn Chinese, they could get one Chinese token, which could be used as 
real money to buy gifts from the teacher-researcher. These gifts, including some 
traditional Chinese toys and stationeries, were popular among students. Students 
always rush to exchange gifts and showed their happy faces every time. Besides, a 
special certificate was awarded to the student who had been the most active 
participant on Seesaw over a week. This accorded to the school’s routine: awarding 
the best student in a week in front of all the students. Students who received the 
certificate were proud of themselves and more confident to learn Chinese. Some 
students showed the certificates to their families and got praise from them, which 
stimulated their passion for Chinese learning. Consequently, to some extent, the 
reward system helped to encourage students’ engagement. 
6.2.3 Research Question 3: Interaction between students’ engagement inside and 
outside the classroom? 
In this research, both the after-class engagement and classroom engagement of the 
participating students were observed by the classroom teacher and the 
teacher-researcher to determine how these types of engagement influence each other. 
Students’ engagement was examined through three levels: behaviour, emotion, and 
cognition. After collecting and analysing data in Cycle 1, the teacher-researcher found 
that students’ engagement on Seesaw could influence their classroom engagement in 
the following week, mainly by giving students additional perspectives and helping 
them build confidence in learning Chinese. The classroom teacher believed the 
students liked to get things right, so reviewing or previewing on Seesaw would help 
students give correct answers during the revision part in the class. Further, it was 
noticed that the improvement in some students’ engagement in class encouraged other 
students to also be more engaged; that is, if a student is actively involved in classroom 
activities, the students around them are more likely to participate in the activities.  
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According to the finding of Cycle 2, students’ engagement in the classroom could also 
influence their engagement outside class. If a student was well engaged in the 
classroom, that suggests they enjoyed learning the content in the Chinese class and 
were likely to check materials on Seesaw spontaneously due to their interest in the 
content. In this way, the student was at least behaviourally engaged in the materials on 
Seesaw. Once the student was engaged in the materials on Seesaw, as with the Cycle 1 
finding, they may be more confident in the next Chinese lesson and willing to 
participate in classroom activities, which was good for classroom engagement. Thus, 
the interaction between classroom engagement and after-class engagement is 
theoretically like an ongoing virtuous cycle (see Figure 6.1). 
 
Figure 6.1: The proposed virtuous cycle of classroom and after-class engagement 
 
 
6.2.4 Challenges in conducting the research 
While the participants were cooperative during data collection and were willing to 
share their opinions with the researcher, some problems were evident in conducting 
this research. The notes on Seesaw could not entirely represent students’ after-class 
engagement in learning Chinese. For example, if a student had checked the materials 
on Seesaw but forgot to click the ‘like’ button or leave feedback under the material, 
the teacher-researcher could not know that this student had seen or listened to the 
material, as there was no trace left by the student on Seesaw.  
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This problem was found in the first cycle and the teacher-researcher emphasised the 
importance of students leaving traces on Seesaw after using the materials to learn 
Chinese at home. As well, a connected problem such as finding differences between 
intentions and declarations were inferred. Two participants told the classroom teacher 
that they were excited to learn new phrases such as ‘Merry Christmas’ in Chinese. 
However, as they did not leave any traces on Seesaw, the teacher-researcher did not 
know these two students were engaged in the materials after class. 
The second problem was that the students did not do the learning activities to the 
extent they previously indicated. According to the results of the pre-survey, focus 
group interview and the post-survey, most of the participating students gave positive 
feedback on learning Chinese using Seesaw: most students showed their willingness 
to learn Chinese after class at the beginning of the project (Pre-survey); everyone in 
the focus group said they would use materials on Seesaw to learn Chinese at home in 
the next cycle (Focus group interview, Cycle 1); and eight out of nine participants 
thought learning after class definitely helped their Chinese learning skills 
(Post-survey). However, only one participant checked the materials on Seesaw in both 
cycles. Conversely, two students demonstrated no engagement in learning Chinese on 
Seesaw in either cycle. Even though the teacher-researcher adjusted the materials as 
suggested by the students and the classroom teacher in the second cycle, there were 
no more students engaged in Seesaw as expected. Two participants never checked the 
learning materials on Seesaw stated they were too busy to learn Chinese after class; 
however, the videos and audio recordings on Seesaw were short and would not have 
taken them much time to review. Spending no time learning Chinese on Seesaw after 
class did not align with their response in the survey, which showed a willingness to 
practise Chinese at home every day. This led the teacher-researcher to conclude that 
students may say one thing but do another. Even though the students acknowledged 
the importance of practising after class, it was still challenging to involve them in real 
actions. 
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It was also found that the time period when study was attempted could influence the 
research. In this study, the data collection and analysis began in Term 4, the last term 
of the year, when the students were busy with diverse events and easily distracted by 
the upcoming Christmas holidays. This was especially evident in the second cycle, 
when some students were absent from the Chinese lessons to attend other activities 
and others were not as engaged in the classroom as before. Further, the number of 
students engaged in learning after class in Cycle 2 did not increase from Cycle 1.  
Notably, the Seesaw project was open to all students in the class and it was observed 
that students other than the nine participants engaged with the learning materials 
posted on Seesaw. However, as these students did not provide the teacher-researcher 
with consent, their responses were not collected in this research. If these students 
were involved in the research, they may have provided different ideas and 
suggestions.  
6.3 Research Limitations 
This section discusses the limitations of this research. First, there were a limited 
number of participants involved in this study: one Year 5 classroom teacher and nine 
students. Although the qualitative data collected from the participants and the 
teacher-researcher were insightful and constructive, the findings of this research could 
not represent the opinions of all primary students in Australia. The data collected from 
the limited number of students might not have statistical relevance. Most participants 
showed positive attitudes towards learning Chinese after class before the Seesaw 
project started (Pre-survey, 30 October 2018), which meant they were already 
interested in Chinese. In addition, the teacher-researcher did not have the chance to 
study those who did not like learning Chinese, as they did not give their consent to 
participate in the research at the outset. In this case, the teacher-researcher could not 
investigate why these students were not interested in Chinese since it was not allowed 
to collect data from students without their consent. In addition, the Seesaw project 
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might not be available for all primary schools in Australia due to ethical issues around 
using social media and the requirement of technical equipment such as smartphones 
and tablets.  
The available time for conducting this study was also limited. Due to completion of 
necessary processes of the university Human Ethics Approval and State Education 
Research Approval Process (SERAP) Approval (see Appendix A and B), the data 
collection and analysis began in the third week of Term 4 and only lasted six weeks, 
as there were no Chinese lessons in Weeks 9 and 10 of Term 4. Within the limited 
research period, the teacher-researcher could not adjust the approaches to study the 
new issues that emerged in Cycle 2. For example, according to the result of the 
post-survey that was completed in Week 9 of Term 4, Xiao Ba thought practising 
Chinese after class was not helpful at all, which differed from her response in the 
pre-survey, but there was no time for the teacher-researcher to determine her reasons 
as it was the end of the term.  
6.4 Contributions and Implications of the Study 
This section discusses the contributions and implications of the current study. This 
research explored a way of providing a simple after-school program to support 
students’ Chinese learning in an Australian primary school. Unlike some costly, 
time-consuming and demanding programs mentioned in Chapter 1, this study 
investigated an approach of using technology—specifically, student-driven digital 
portfolio named Seesaw—to supplement students’ learning outside class. Due to 
technological developments, Seesaw was able to simplify the process of sharing 
learning materials between the teacher-researcher and students through easy creation 
and distribution of materials. Additionally, the teacher can review students’ learning 
status outside school by observing their engagement on Seesaw and thereby gain a 
better understanding and command of students’ learning capabilities.  
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In addition, this study contributes to enriching the research topics of the ROSETE 
Program. As reviewed in Chapter 1, to date, only one ROSETE Program participant 
has studied the usage of social media to support students’ Chinese learning, and none 
examined students’ after-class learning. Therefore, this study’s focus on the 
application of technology to Chinese teaching and students’ out-of-class engagement 
in Chinese learning is novel in the ROSETE Program and expands the purview of 
participants’ topic selection. Moreover, in this study, nine students would like to be 
part of a program that was after class, which broke new ground since it has not been 
done before in the school. Though not all the students participated in learning 
activities on Seesaw as they promised, majority of them held positive and supportive 
attitude to learning Chinese after class. 
This study helped participating students learn Chinese by supplementing out-of-class 
support on Seesaw, which to some extent made up for the shortage of class time at 
school. The students participating in the study had a channel to turn to if they required 
more information or had questions about learning Chinese culture and language. The 
teaching content posted on Seesaw helped them revise what they learned in the 
classroom and offered some extra knowledge to extend their understanding of 
Chinese language and Chinese culture. As the classroom teacher had indicated, 
communicating with students on Seesaw was an efficient way to help them learn and 
understand Chinese as the teacher-researcher could reply to them promptly. For 
example, the teacher-researcher corrected errors in pronunciation if a student left a 
voice message in Chinese on Seesaw and answered their questions quickly if they had 
further queries. Moreover, the Seesaw project was interest-oriented, which meant 
students were not forced to learn Chinese after class; instead, they chose to learn 
based on their time constraints, skills and interests. During the study, the 
teacher-researcher adjusted the content and form of the materials according to the 
classroom teacher and students’ suggestions and preferences. One of the goals of 
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using Seesaw was to offer help for the students who want to learn more about 
Chinese. 
Additionally, families can be involved in students’ Chinese learning and create a good 
learning atmosphere at home. Seesaw can be used as a teaching tool by employing 
free social media as a means of communication between students, parents and 
teachers and access to additional learning activities if the equipment and internet are 
available. One student told the teacher-researcher that his mother watched videos with 
him on Seesaw and he liked to discuss the learning materials posted on Seesaw with 
her. Other students noted in the focus group interview that they could teach Chinese to 
their siblings who did not have Chinese class after they checked the learning materials 
on Seesaw. Seeing themselves as teachers offered them a sense of achievement and 
confidence. 
6.5 Recommendations for Further Research 
This section presents some recommendations for further studies, including general 
suggestions for conducting studies and recommendations for other early-career 
teachers and ROSETE participants. General recommendations for further research 
studies are suggestions about research time, quantity of participants, research method 
and research topic. The recommendations for the teacher-researchers and ROSETE 
participants focus on how to be a qualified early-career teacher and improve teaching 
practice. 
 
6.5.1 Recommendations for further studies 
The first recommendation for developing further studies is that quantitative studies 
could be undertaken. As mentioned in the limitations of this qualitative study, the 
number of participants involved was limited to only nine students in Year 5 at a public 
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primary school in Australia. As the personality, characteristics and capability of 
individual students vary widely, to develop the generalisability of the research, more 
students at different ages and from different schools should be engaged in the study. 
Students’ ethnic background could also be considered during the selection of 
participants, as students’ language background may influence their capability in 
learning Chinese. In terms of the research method, future studies could be conducted 
as case studies that focus on the detailed information of certain participants or as the 
researcher’s self-studies, which concentrate on developing the researcher.  
Additionally, collaboration between different schools could be explored in further 
research. As the teacher-researcher knows, there is at least one more primary school 
involved in the ROSETE Program that uses Seesaw to help students learn Chinese. 
Collaboration between these primary schools in the collection of data and more 
creative feedback would contribute to the generalisability of the study. Further, this 
simple after-school program could also be conducted in high schools. As well, other 
technology tools could be used. The teacher-researcher is aware of schools that 
participates in the ROSETE program and are using Google Classroom and Quizlet to 
engage students in learning and practising Chinese outside class. Google Classroom is 
a free service available online, enabling the process of sharing materials between 
teachers and students to be achieved in an efficient and paperless way. Additional, 
creating files and grading assignments are also available in Google Classroom. 
(http://wikipedia.moesalih.com/Google_classroom). Quizlet is a free application that 
can be installed on mobile devices, such as smartphones and tablets. It allows students 
to learn information by participating in games and activities, and nowadays, it is used 
widely in high schools and universities in the United States 
(http://wikipedia.moesalih.com/Quizlet). Consequently, an exploration of such 
applications to engage high school students in learning Chinese outside the classroom 
is a valuable research topic.  
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The final recommendation is to extend the research period so that the researcher has 
the possibility to try more materials with various curriculum content and collect more 
data. This study was conducted over a continuous six-week period for two cycles of 
action research, which provided limited time to arrange surveys, interviews, 
observations and informal conversations. Further time would allow the 
teacher-researcher to analyse the data in a more specific and detailed way at the end of 
the first cycle and devise some more practical and creative changes for the second 
cycle. In addition, a longer-term study would allow the teacher-researcher sufficient 
time to learn more about the students who were not engaged in learning Chinese after 
class, instead of only those who were engaged well in learning Chinese. Knowing 
students are not engaged is a good way to help improve approaches to attract students 
in learning Chinese. With more time, the students might have understood the 
importance of the teacher-researcher tracking that they had interacted with the 
materials.  
6.5.2 Recommendations for early-career teachers 
This section discusses the recommendations for teachers entering the profession. As 
discussed with the teacher-researcher’s mentor teacher, early-career teachers may 
encounter practical problems in the classroom, such as losing control of time 
allocations and being unfamiliar with the students. To deal with these challenges and 
improve teaching skills, some suggestions are outlined below. 
1) Attempting to create after school instruction for the students, so that the students 
can know what to practice after a lesson and how to prepare for the next lesson. In 
this case, some technology tools can be used to break the restriction of time and 
location, such as, Seesaw, Google Classroom and Quizlet. These free services 
allow the process of sharing learning materials between the teachers and students 
to be achieved in an efficient and paperless way. On the one hand, early-career 
teachers can track students’ learning activities after school. And on the other hand, 
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students are able to contact with teachers outside the classroom if they have any 
problems or important feedback. 
2) Knowing students well is also important for newly qualified teachers, not only 
their performance in the classroom but also understand their interests out of the 
class. This includes knowing their characteristics, personalities, backgrounds and 
learning capabilities. For instance, the teacher-researcher had informal and short 
conversation with students in the playground frequently so that she could get 
direct feedback from the students and adjust the learning materials and teaching 
approaches in a flexibly way. Early-career teachers can also communicate with 
other teachers to familiarise themselves with basic information about students and 
their individual aptitude.  
3) Reflection after every class is also necessary, as it can help the newly qualified 
teacher recall the process of teaching in the classroom and record students’ 
responses. By writing a reflective journal, early-career teachers can summarise the 
good/effective teaching approaches and use these in the future lessons. They can 
also discover problems in class and revise the teaching strategies to avoid these 
issues in subsequent lessons. Reflection contributes to a teacher-researcher 
learning from their practice and the advice of their colleagues. 
These recommendations were derived from the teacher-researcher’s practical teaching 
experience and helped the teacher-researcher be an effective, qualified teacher in the 
classroom. 
 
6.5.3 Recommendations for future ROSETE participants 
As a ROSETE participant, the teacher-researcher also has some recommendations for 
the program’s future participants. First, most ROSETE participants are newly 
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qualified teachers, so the recommendations in Section 6.5.2 also apply to them. 
However, there are further recommendations for future ROSETE participants that 
suits the nature of the ROSETE Program. 
1) Having a good understanding in students’ interests can help the ROSETE 
volunteer teacher attract their attention in Chinese learning. For instance, the 
students were interested in cultural difference and they told the teacher-researcher 
they preferred the way of watching videos to learn Chinese. Therefore, the 
teacher-researcher prepared some short videos about different school life in China 
and Australia for the Chinese lessons. The students were engaged well and were 
actively asking and answering questions in the classroom. Moreover, it would be 
better if the selected materials are related to their daily life. When the 
teacher-researcher played a video about Chinese high school, the students seemed 
to be less interested since they were primary students who did not know much 
about high school life in Australia and did not know how to compare it with the 
Chinese high-school life. 
2) It is important to be familiar with the policies in Australia. As all ROSETE 
participants are selected directly from China, the participants will encounter 
cultural difference in a real school context and a different set of school rules in 
Australia. For example, ROSETE participants cannot take photos, record videos 
or post personal information of the students on social media without ethics 
approval. Additionally, ROSETE participants are not able to embark on data 
collection until they obtain the Human Ethics approval and SERAP approval. 
Therefore, ROSETE participants need to get the ethics approvals in time so that 
they can leave enough time for conducting the study. Unlike the teacher-researcher, 
she only had less than ten weeks to collecting and analysing data after her ethics 
application was approved. These policies do not exist in Chinese schools so 
ROSETE participants should pay particular attention to these rules. 
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3) Moreover, as ROSETE participants are not native English speakers, sometimes 
the lack of proficiency in using English will obstruct communication with the 
students and lead to misunderstandings. For instance, when the teacher-researcher 
introduced the Seesaw program to the class in the first place, both the classroom 
teacher and the students seemed confused. The introduction was unclear and some 
information was repeated. Consequently, the teacher-researcher turned to the 
classroom teacher for help and they discussed a new introduction which was 
briefer and clearer. This time, the introduction of Seesaw program was 
understandable for the students and it was the foundation of conducting research. 
Therefore, observing native English-speaking teachers’ classes and learning 
instructional language from them can be very helpful. According to the 
requirements of the ROSETE Program, participants need to observe native 
teachers’ classes for at least one term to make sure they understand how a class is 
conducted in Australian schools. During the observation period, ROSETE 
participants can write down the instructional language used by the experienced 
teachers and use such language in their future Chinese lessons. 
4) Finally, communicating with the classroom teachers and obtaining feedback from 
them can help ROSETE participants improve their teaching skills. As required by 
the program, ROSETE participants are not permitted to take sole responsibility for 
teaching or managing classes, so the classroom teachers need to help the ROSETE 
participant by providing active support and informal feedback during their 
planning and classroom practice. The classroom teachers observe the Chinese 
classes and can give practical suggestions. If ROSETE participants encounter 
difficulties in teaching Chinese or other problems in the school context, they can 
turn to the mentor teachers and school ROSETE coordinators for help, as it is their 
responsibility to support ROSETE participants’ Chinese teaching and school life. 
142 
Thus, in addition to being a good early-career teacher, ROSETE participants should 
be familiar with the policies and rules in Australian schools and utilise the resources 
provided by the program. 
6.6 Conclusions 
This study has focused on using a technology tool (Seesaw) to engage students in 
after-class learning and improve the teacher-researcher’s teaching practices in Chinese 
language education. Findings from this research provide insight into aspects 
influencing the engagement of students during Chinese learning. It appears that some 
students are willing to review and practise what they already learned after class, while 
others like to learn extra information at home. The former type of content helps 
students build confidence in the next Chinese lesson and the latter type of content 
supports additional learning outside class. It was also found that students have 
preferences in terms of the form of learning materials. They are not interested in 
digital pictures, but audio and video material can engage students on behavioural, 
emotional and cognitive levels. After exploring students’ engagement inside and 
outside class, it is revealed that classroom engagement and out-of-class engagement 
can impact each other. Students’ classroom engagement triggered their interest in 
learning more Chinese after class, while their out-of-class engagement helps them 
build confidence in learning Chinese in class. Overall, the study helped students’ 
Chinese learning by offering them extra support for Chinese learning after school. 
Further studies with other research methods like case study or self-study, as well as 
studies focusing on other technologies can be developed to further explore how 
after-class learning helps students’ Chinese learning.  
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